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ABSTRACT
Psychological interventions such as Acceptance and Commitment Therapy (ACT)
seek to help clients identify and clarify values and to activate behaviour in valued directions.
Values inspire people to commit to and maintain personally meaningful behaviours, and to
overcome barriers that may arise, such as difficult feelings and situations. It is therefore
important to understand what people of different ages value, what factors might promote or
inhibit valued action, and the relationship between valuing and well-being.
This thesis explored values development and well-being in a group of young
Australians from their final year of high school to the end of their first post-school year.
Authoritative parenting was expected to have stronger and more positive links to values
development than parenting styles considered less effective: authoritarian and permissive.
Previous research has suggested that some values are more health-promoting than others, so
we investigated relationships between well-being and different values contents. The
longitudinal design allowed us to examine the role of values change in the development of
well-being. One central question focused on the extent to which valued activity was
antecedent to well-being, and conversely, the extent to which well-being was antecedent to
valued activity.
Method
We used longitudinal data from surveys of a cohort of students at five Australian high
schools, over seven years. Participants completed school-based surveys in their first and final
years of high school (Grades 7 and 12, respectively) and one online survey at the end of their
final year. This was followed by a second online survey approximately one year after the
participants had left school. We measured adolescents’ perceptions of parenting styles in
Grade 7 and Grade 12, and subjective well-being in Grade 12 and post-school. Values were
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measured using the Survey of Guiding Principles (SGP; Ciarrochi & Bailey, 2008) in Grade
12 and post-school. To test hypotheses relating to values contents, we allocated items to
intrinsic and extrinsic categories (Grouzet et al., 2005) and to seven types based on a cluster
analysis of the SGP: power; physical health; stimulation; pro-social; faith; and order. In
addition, we created global indices of valuing across all contents. Each of these approaches to
values measurement was examined in relation to perceived parenting and well-being.
Moderation and mediation analyses were conducted to investigate interactions among
variables.
Results
Our results shed light on what matters to young people at the transition from high
school. In the last year of high school and the following year, the most important values types
were stimulation and pro-social. Least important to our participants were the faith and power
values. Gender differences were negligible and were not considered further.
There was little change in values from Grade 12 to the post-school measure.
However, some participants did show positive changes: those who reported the highest levels
of authoritative parenting, which provides a combination of warmth, structure and autonomy.
Grade 7 authoritative parenting predicted increasing importance of intrinsic values in
emerging adulthood even after controlling for Grade 12 parenting. This means that if two
adolescents had equally positive, authoritative parenting experiences in Grade 12, then the
adolescent who had experienced the more authoritative parenting in Grade 7 would be
expected to develop more strongly held intrinsic values in emerging adulthood. Both Grade 7
and Grade 12 authoritative parenting contributed uniquely to values development. Increases
in authoritative parenting contributed to change in global indices of valuing over the same
time period. Participants who reported increasingly authoritarian (cold, controlling) parenting
experienced increasing pressure, particularly on extrinsic values.
16

Contrary to expectations, the intrinsic/extrinsic contents distinction (derived from
Self-Determination Theory; Deci & Ryan, 2000) was not useful in characterising the
relationship between values and well-being. In a series of structural equation models, no
independent links were found from intrinsic values to later well-being. Our data did not
support the hypothesis that intrinsic values promote well-being, while extrinsic values do not.
In Grade 12, the happiest people were those who reported success in enacting
stimulation values. Stimulation values remained a significant contributor to post-school wellbeing, along with success at pro-social values. Success at enacting pro-social values in Grade
12 predicted post-school positive affect, controlling for earlier positive affect; that is, final
year high school students who had actively valued and lived according to pro-social
principles were the happiest as young adults.
Consistent with recent findings in positive psychology, we found that life satisfaction
was antecedent to post-school values. Participants with the highest life satisfaction in Grade
12 found more values important, attempted to put more values into action, and reported
greater success in living according to their values one year later. Grade 12 values did not
predict post-school well-being once baseline well-being was controlled.
People with strong pressure on their values were no less likely to find those values
important or to feel successful in living according to their values. The relationship between
success and well-being did not vary according to how many values were activated; those who
were striving to put many values into play at once were no more or less likely to be happy
than those who were more selective in their goal striving.
Grade 12 life satisfaction mediated the relationships between authoritative parenting
(Grade 7 and Grade 12) and post-school values importance and success. Participants who
experienced more authoritative parenting in early adolescence were more satisfied with their
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lives in late adolescence, and reported increasing values importance and greater success in
enacting values as they moved into adulthood.
Conclusions
Parenting plays an influential role in values development, even into late adolescence
and early adulthood. Authoritarian parenting was associated with difficulties in valuing
including feelings of pressure, whereas authoritative parenting was associated with healthy
development and internalisation of values. Parents who consistently provided structure,
warmth and autonomy support were more likely to have well-adjusted adolescents who found
values more important and were better able to put values into play in their daily lives.
Valuing and valued action were associated with increased well-being over a variety of
values types. Stimulation and pro-social values were especially relevant. Global indices of
valuing were correlated with well-being. Young people who increasingly put values into play,
and felt decreasing pressure, reported improvements in well-being. However, once baseline
well-being was controlled, Grade 12 values did not predict post-school well-being.
Methodological, theoretical and developmental reasons for these findings were discussed.
Residual change in life satisfaction was correlated with residual change in value
importance, changes in life satisfaction and negative affect were correlated with changes in
perceived pressure, and changes in all three components of SWB were linked with changes in
success. Taken together with the ability of life satisfaction to predict the development of
values, these findings suggest that poor adjustment in late adolescence may contribute to
difficulties in pursuing valued action during early adulthood. Our study offers some
preliminary support for recent theorising in positive psychology that experiences of happiness
may promote meaningful activity, and has implications for applied work in educational
settings.
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INTRODUCTION
Values are verbal representations – words – that connect us with things that matter.
They establish reinforcers for ongoing courses of action: being a loyal friend or a loving
partner; striving towards the best we can achieve; or appreciating the beauty and majesty of
the natural world. These things cannot be achieved, we can only keep moving towards them,
and the reinforcement is intrinsic in the action itself (Wilson, Sandoz, Kitchens & Roberts,
2010). In this way, values “provide a sense of meaning and … can coordinate our behaviour
over long time frames” (Dahl, Plumb, Stewart & Lundgren, 2009).
Values exist only in human language. Yet, such is the power of language to shape
human behaviour that values are of great interest to psychology. In particular, values are a
central concept in Acceptance and Commitment Therapy (ACT; Dahl et al., 2009). ACT
therapists use values as a focus for therapy, asking clients what is most important to them and
helping them work towards putting those values into action as guiding principles in their
lives. As well as providing direction for therapy, values help motivate the client, giving
meaning to the suffering encountered during everyday living, provided that the client has
selected his or her values freely and has little sense of coercion (Wilson & Murrell, 2004).
Valued action is seen as a worthwhile outcome in its own right, although symptom reduction
and improved well-being are often welcome by-products (Wilson & Murrell, 2004). Thus,
although values are, by definition, verbal constructs, they put us in contact with consequences
that are inherently reinforcing (Dahl et al., 2009). Acting consistently with our values can
make us feel good – whether or not anyone else notices (Zettle, 2007).
1.1

The current research
The relationship between values and feeling good – that is, subjective well-being –

has rarely been examined from the perspective of ACT and its underlying model: Relational
Frame Theory (RFT, Hayes, Barnes-Holmes & Roche, 2001). Values measurement and
19

research in ACT is at an early stage (Plumb, Stewart, Dahl & Lundgren, 2009). This
dissertation seeks to integrate mainstream research on values and well-being, interpret
previous findings from a functional, contextual theoretical perspective, and extend our
knowledge of the relationship by conducting a set of studies with longitudinal data. These
studies use a new instrument, the Survey of Guiding Principles (SGP; Ciarrochi & Bailey,
2008; Appendix A), developed specifically for use in ACT therapy and research. Preliminary
validation work on the SGP is presented as part of the thesis (Appendix B). Value
importance is examined in relation to well-being, along with three additional dimensions of
values that are less commonly studied: social pressure on values, total activation of values,
and value enactment, or success in moving in valued directions.
Values develop in a social, verbal context. Parental behaviour is one contextual factor
that may influence the relationship between values and well-being, through its impact on the
learning of valuing and valued action. We therefore consider associations between parenting
and values development as part of the current research. We used longitudinal data to
examine links between parenting styles in early adolescence and valuing later in the teenage
years.
Participants in the research were young people at a key point in their development: the
transition from secondary school to early adult life. This period, sometimes called emerging
adulthood, has been characterised as a time of change and exploration, when young people
look at the future roles and possibilities available to them and make choices about their
careers, relationships and worldviews (Arnett, 2000). Deciding on one’s own values is seen
as an essential aspect of the process of becoming an adult (Arnett, 2000). During
adolescence and emerging adulthood, the young person chooses goals, develops strategies
and evaluates outcomes, which in turn determine future goal setting, roles, expectations and
self-evaluations. This exploration leads to the development of identity or self-concept
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(Massey, Gebhardt & Garnefski, 2008) and the selection of a personal hierarchy of values
and goals relevant to the individual and his or her anticipated future roles (Roberts,
O’Donnell & Robins, 2004; Salmela-Aro, 2009). Commitment to valued goals is seen by
many theorists as healthy and necessary for a successful transition to adulthood, whereas
rejection of pro-social goals and values predicts poor outcomes (Cohen & Cohen, 2001).
Any major life transition – such as the move from high school to work or further education presents opportunities for, and imposes constraints upon, goal selection (Salmela-Aro, 2009).
Thus, our participant group offers potentially interesting insights into the ways in which
values develop and change as young people move beyond the structure and safety of school
and family to find their places in the wider world.
1.2

Definitions of values and valuing
Rohan (2000) reviewed and integrated the major theories of values and concluded that

value – as a verb – refers to a process of judging the capacity of an object, goal or action to
enable best-possible living. As a noun, the word “value” describes the outcome of this
process (Rohan, 2000). Values are ways of organising accumulated information from past
experiences, and they establish norms or frameworks with which new experiences can be
compared (Feather, 1992). The guidance they provide remains relevant across place and
time, and “aids people in the constant evaluation of stimuli in their environments” (Rohan,
2000, p. 256).
1.2.1

Values and goals
By establishing general parameters for what is considered important and desirable to

the individual, values influence the selection of specific goals and actions (Feather, 1995;
Schwartz, 2010). Goals are achievable (distinguishing them from values), conscious
(distinguishing them from drives), and closely connected to behavioural intentions (Schmuck
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& Sheldon, 2001). Related concepts such as personal strivings, possible selves and future
aspirations are encompassed within the broad construct of goals (Schmuck & Sheldon, 2001).
The considerable overlap in these terms is illustrated by, for example, the definition of
personal strivings as “the characteristic, recurring goals that a person is trying to accomplish”
(Emmons, 1992, p. 292). Values determine which goals become salient, and which plans and
actions are chosen to implement these goals. Thus, values “provide an influential context for
choices among alternative [behaviours]” (Cohen & Cohen, 2001, p. 167).
1.2.2

Values priorities
It is generally assumed that there is a finite number of psychologically relevant values

(Schwartz, 1992; Reiss, 2004; Rohan, 2000). All values are positively evaluated by most
people (Feather, 1995; Rohan, 2000; Cohen & Cohen, 2001). This is inherent in their
definition as “conceptions of the desirable” (Kluckhohn, 1951; Schwartz, 1999; both cited in
Rohan, 2000, p. 257). Some theorists have suggested that values are organised into systems,
which consist of relationships among values and their relative priorities (Schwarz, 1992;
Schwartz & Boehnke, 2004). The theory of basic human values proposes that there are 10
value types: universalism, benevolence, conformity, tradition, security, power, achievement,
hedonism, stimulation and self-direction. Relationships among these values types form a
“circumplex” pattern representing perceived compatibilities and conflicts. This theory
assumes that pursuit of one value may either complement or inhibit pursuit of other values,
due to the practical, psychological and social consequences of goal pursuit (Schwartz, 1992,
1994; see Appendix B for details).
Self-Determination Theory (SDT; Deci & Ryan, 2000) takes this logic a step further
and categorises values and associated goals as either intrinsic or extrinsic. Pursuit of intrinsic
goals (e.g., personal growth, emotional intimacy and community involvement) is considered
healthy, whereas priority for extrinsic goals (e.g., wealth, attractive appearance and
22

popularity) is associated with poor mental health and other detrimental outcomes (Kasser &
Ryan, 1993, 1996; Ryan & Deci, 2000).
1.2.3

Values and emotions
Values are not affectively neutral (Feather, 1992). People can feel strong emotions

when their values are challenged, when they have to make difficult choices about which
value to follow, and when contact with other groups brings them into contact with conflicting
values (Feather, 1992). Acting in accordance with one’s values is closely tied to emotions
and self-concept (Schwartz, 2010). Seen through the lens of values, certain actions and
outcomes can acquire affective meaning, being perceived as either positively or negatively
valenced (Feather, 1992). Values are part of our subjective appraisal of what the world
presents to us.
1.2.4

Values and language
Recent theorists have tended to use the language of cognitive psychology, referring to

values as “affectively charged cognitive structures” (Rohan, 2000, p. 258) and “individual
cognitive frames” (Cohen & Cohen, 2001, p. 167). Earlier theorists used the language of
expectancy-value theory, referring to values as “superordinate control processes” that can
overcome primary “motivational tendencies” and thus determine behaviour (Feather, 1992, p.
120). Rohan (2000) claimed that values, being unobservable, are regarded with disfavour by
behaviourism. Ironically, valuing – and language in general – occupies centre stage in more
recent behaviourist theories such as RFT (Törneke, 2010), and mainstream definitions have
much in common with the way values are described from a functional, contextual
perspective.
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1.3

A lightning tour of RFT
RFT is based on a philosophy of functional contextualism, in contrast to cognitive

psychology theories which tend to emphasise mechanism and structure, often using an
information-processing metaphor (Zettle, 2007). Functional, contextual approaches view
behaviours as acts in context, rather than outputs of a system. The purpose of this approach
is not to describe the system and its components, but to understand, predict and influence
human behaviour by understanding the context in which it takes place (Hayes, BarnesHolmes & Wilson, 2012; Dahl et al., 2009). Context includes prior verbal learning. Scientists
who adopt a functional, contextual approach aim to build a model of human behaviour that
“works”, in the sense that it has depth, scope and precision and can be applied in ways that
enhance human life (Hayes et al., 2012; Törneke, 2010).
Like earlier behaviourist theories of psychology, RFT does not involve differentiation
and description of mental representations and internal processes that mediate between
environmental inputs and actions. Instead, its focus is on the classic ABC of behavioural
analysis: antecedents, behaviours and consequences (Törneke, 2010). Unlike earlier theories,
however, RFT explicitly incorporates human language as a central aspect of the theory.
When we use language, we relate stimuli or events to each other in particular ways (Törneke,
2010). Some of these relationships are trained directly, through operant and respondent
learning; others are derived through their links to other, already trained stimuli. Humans’
unique ability to relate verbal stimuli to each other in many and varied ways explains the
explosion of language acquisition observed among children and addresses earlier criticisms
of behaviourist accounts of verbal behaviour (Törneke, 2010).
For example, take the colour pink. We learn to label this verbally as “pink” after
seeing many exemplars of pink objects, paired with the sound of voices saying the word
“pink”. At first we might think the word refers to the object itself, rather than its colour, but
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gradually we learn that some flowers are “pink” and others are “not pink” (perhaps they are
“red” or “yellow”). Later, we learn to recognise the written word “pink” and link it with the
sound of the word and the corresponding visual stimulus. Pink may also become associated
with “things girls like”, and if one does not want to be similar to a girl, pink may acquire an
aversive function. (Thus, a seven-year-old boy may love pink cupcakes at his birthday party,
but by the time he is nine he will avoid them assiduously.)
This type of learning is called derived relational responding (also known as arbitrarily
applicable relational responding; Dahl et al., 2009; Törneke, 2010; Zettle, 2007). It involves
three processes: mutual entailment (e.g., pink is not blue, therefore blue is not pink);
combinatorial entailment (e.g., all possible connections between the written word “pink”, the
spoken word and the associated visual stimulus); and transformation of stimulus functions
(e.g., pink is “something girls like”, boys should be different from girls, I am a boy, therefore
I dislike pink). It is this third process where values come into play.
1.4

Values from an RFT perspective
The idea that “boys who like pink are not real boys” is a kind of rule: a verbal

statement that specifies both behaviour and consequence. This particular kind of rule is
called an augmental. Augmentals establish remote or abstract consequences of behaviour,
and thus transform the stimulus functions of reinforcers (Wilson et al., 2010). When paired
with the notion that liking pink is abnormal, the colour pink may become aversive to a young
boy. If behaving like a “real man” is a personally important value, this rule may have longlasting effects on his behaviour in relation to the colour pink. In RFT terms, values are
augmentals, and they specify consequences that are abstract, such as friendship or beauty, or
might never be contacted directly, such as equality or justice. They are “relational networks
that put us into contact with the things we value in life, the things that are truly important to
us” (Törneke, 2010, p. 124).
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As augmentals, values exercise their power mainly through their impacts on other
types of rule-governed behaviour, namely pliance and tracking (Törneke, 2010). Pliance is
behaviour governed by a history of socially-mediated reinforcement for coordination between
the rule and the behaviour (Barnes-Holmes et al., 2001). An action is performed because
members of the verbal community are (apparently) directly or indirectly monitoring it, and
will actively reinforce rule-following or punish disobedience (Zettle & Hayes, 1982).
Tracking is behaviour governed by a history of coordination between the rule and the way the
world works (Barnes-Holmes et al., 2001). No other person needs to observe this behaviour;
it is performed because the person knows from experience that it will produce a predictable,
desirable result (i.e., it has previously been directly reinforced). By making a reinforcer
appear more or less desirable, augmentals change the likelihood of pliance and tracking
(Zettle & Hayes, 1982). They can do this either by establishing abstract consequences as
desirable (formative augmentals) or by boosting their desirability, often through evoking
sensory or other stimulus functions (motivative augmentals; Barnes-Holmes et al., 2001;
Hayes, Gifford & Hayes, 1998).
For example, a person who goes to church may feel obliged to give a certain
proportion of his income to charity. If he does this in order to fit in and avoid disapproval or
guilty feelings, this is pliance. But the action may also be consistent with a genuine value,
such as compassion. This value makes behaving with generosity and a social conscience
more reinforcing than cash in the person’s pocket. Acting consistently with one’s values is
inherently reinforcing (Schwartz, 2010). Guided by values, this person would probably give
to charity even if no-one else knew. This illustrates a key difference between values and other
kinds of rules. With values, the consequence is intrinsic in the act itself (Dahl et al., 2009).
That is, the behaviour is experienced as worthwhile for its own sake, regardless of other,
immediate reinforcers such as social approval or money. In summary, values are “verbally
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constructed desirable consequences that are globally valid for a given individual” (Törneke,
2010, p. 227).
So how does this perspective connect with mainstream definitions of values? Values
are ways of organising past experiences (Feather, 1992): they are products of our individual
learning histories. Values guide us in evaluating new situations and possible actions (Rohan,
2000): they serve as general rules for living well. Values are consistently useful across time
and place (Schwartz, 1992): they are globally valid. Values motivate us to pursue specific
goals (Feather, 1995): they specify desirable consequences. Values set a context for choosing
among alternative actions (Cohen & Cohen, 2001): they alter the power of a given
consequence to influence behaviour. Although the terminology differs, the conceptualisation
of values by mainstream theorists is remarkably consistent with the functional, contextual
perspective. The main difference is that the cognitive structures referred to by Rohan (2000)
and others are not seen literally as components in a system, but as sets of verbal behaviours
that help establish consequences for other behaviours.
The point of the above discussion was to establish that the values construct referred to
in mainstream research conceptually overlaps with the values construct that is central to
ACT. We can be reasonably certain that we are all talking about the same thing. This means
that mainstream research on values potentially has much to offer the ACT community.
1.5

Overview: values development, parenting and well-being
Previous research on values development in adolescence and emerging adulthood, and

associations with parenting and well-being, is reviewed in depth in subsequent chapters. In
the next section, we provide a brief overview of the literature as background to the research
hypotheses.
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1.5.1

Values development overview
Interactions with parents and caregivers during childhood lay the foundation for

values (Hayes et al., 1998). This process is described in detail in Section 3.1. Given a normal
process of moral development, by the time the child reaches adolescence he or she will
understand that behaviours have social and environmental consequences, and will begin to
see that some consequences are delayed and abstract but are nevertheless important and
worthwhile (Hayes et al., 1998).
Early adolescents tend to be more concrete in their thinking but can understand moral
concepts; later in adolescence, the development of abstract thought allows young people to
use symbolic language and think hypothetically about the future (Christie & Viner, 2005).
However, adolescents are less inclined than younger children to be guided by parents and
have an increasing desire for self-determination (Jetha & Segalowitz, 2012). Increased
exploration, risk taking and preference for novelty are normative and help prepare
adolescents for later independence (Jetha & Segalowitz, 2012). Adolescence can be seen as a
critical time for values development because of psychosocial and biological changes that
influence decision making (Giedd et al., 2011). The decisions adolescents make at this time
can establish patterns for future health, social integration and achievement, but poor decisions
carry considerable risks, including physical injury, drug abuse and psychopathology.
Changes in the brain’s limbic system, which governs emotions, occur early in
adolescence, increasing emotional reactivity (Giedd et al., 2011). Executive control structures
in the front of the brain - which govern the capacity for self-regulation and judgement mature some years later (Giedd et al., 2011). This developmental mis-timing has
implications for adolescent decision making and behaviour. Adolescents are highly sensitive
to social evaluation – especially by peers – but may lack perspective-taking skills and the
ability to regulate the powerful negative emotions that arise with such evaluations (Jetha &
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Segalowitz, 2012). Compared with adults, they are more sensitive to rewarding properties of
stimuli, tend to prefer immediate rather than delayed rewards and are less sensitive to
punishments (Doremus-Fitzwater, Varlinskaya & Spear, 2010; Somerville, Jones & Casey,
2010). They have difficulty anticipating future consequences, have poor impulse control and
are less resistant to peer influence (Steinberg, 2010).
At the same time, parents tend to become (on average) less directive and to provide
greater freedom, giving adolescents more opportunities to choose what they do and with
whom they associate (Eccles et al., 1993). Values – particularly shared group values and
norms – can provide a guide to decision making and aid in identify formation during this
period of rapid change. Later in adolescence, a more coherent sense of self develops – along
with a greater capacity to see the world from another’s point of view. Emerging adults are
therefore more inclined (and better equipped) to seek out relationships with peers who have
similar values (Jetha & Segalowitz, 2012).
Arnett (2000, p. 211) contends that emerging adulthood involves “movement away
from self-centredness and towards emotional intimacy and the broader community” (Arnett,
2000, p. 211). A longitudinal study of American college students found that they became
increasingly oriented towards intrinsic values (Sheldon, 2005). The author attributed the high
levels of extrinsic values at the start of the study to a “status conscious and consumeristic”
high school environment, and suggested that changes over time reflected a gradual
internalisation of the liberal values of college (Sheldon, 2005, p. 218). This suggests that we
should expect to see increasing priority for intrinsic values and decreasing priority for
extrinsic values on average. However, we cannot assume that findings from the US will
generalise to our participants. The values of Australian high school students may not be
predominantly extrinsic in orientation. Asked to nominate their goals, very few high school
students in a Dutch sample prioritised materialistic goals (Massey, Gebhardt & Garnefski,

29

2009). It is also unclear what happens to high school graduates who do not attend university:
do they experience a similar movement away from extrinsic and towards intrinsic value
priorities? Any movement towards intrinsic values should, in theory, be linked with, positive
change in well-being (see below) but this may depend on the social context, or on how
important and pressured values are to the individual.
Internalisation is the term given to the process by which individuals transform
externally acquired beliefs and standards of behaviour into fully integrated personal values
(Chandler & Connell, 1987). Internalisation of values is a key aspect of socialisation (Grusec
& Goodnow, 1994). Research on typical patterns of change in values contents and regulation
is reviewed in Section 3.2. In the present thesis, internalisation would be indicated by higher
ratings of value importance and activity, less pressure and more successful enactment of
values (see Section 2.3.1 for further information). The longitudinal design of the current
study enables us to examine these changes in values over time, and whether successful
internalisation of values is associated with changes in well-being.
1.5.2

Parenting overview
Developmental research on parenting and child outcomes has identified three key

dimensions potentially relevant to the development of values: provision of structure (Barber,
1996; Barber, Stolz & Olsen, 2005; Baumrind, 1968, 1991; Farkas & Grolnick, 2010);
responsiveness (Baumrind, 1991; Grusec, Goodnow & Kuczynski, 2000); and autonomy
support (Barber, 1996; Baumrind, 1991, 2012; Soenens & Vansteenkiste, 2010). Structure –
in the form of high parental expectations, guidelines for behaviour, and monitoring - allows
children to learn that their actions have consequences, and thus enables them to plan their
behaviours in order to achieve certain outcomes (Farkas & Grolnick, 2010). An essential
element of structure is the provision of predictable social consequences for disobeying rules
(Farkas & Grolnick, 2010). Thus structure, with its socially mediated contingencies and
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requirement for close monitoring by the rule-giver, would appear to be a necessary condition
for the establishment of pliance.
Parental responsiveness incorporates a number of behaviours, each with their own
“routes of influence” on children’s adoption of values (Grusec et al., 2000, p. 206). Warm,
loving parenting fosters a desire to please the parents and identification with parental values,
while a history of mutual reciprocity between parent and child – that is, the parent responds
to the child’s reasonable demands – fosters acceptance of values (Grusec et al., 2000).
Reliable, appropriate responsiveness to an infant’s distress promotes secure attachment.
Securely attached adolescents are more likely to understand that a certain degree of parental
control is in their best interests (Grusec et al., 2000). Comfortable to explore their world
from a safe base, they have been able to track previous natural consequences of following (or
not following) parental directives and advice.
Autonomy support involves taking the child’s perspective and providing a
developmentally appropriate degree of choice and meaningful explanations for rules or
constraints (Soenens & Vansteenkiste, 2010). This encourages children and adolescents to
consider their values and goals before acting. By giving reasons, encouraging verbal giveand-take and genuinely listening, the parent helps the adolescent understand when assertive
behaviour is acceptable and how to negotiate for his/her needs to be met (Baumrind, 1968).
The adolescent also has the opportunity to experience and accept the (sometimes unpleasant!)
consequences of assertive behaviour (Baumrind, 1968). In ACT terms, the autonomysupportive parent models and reinforces psychological flexibility, which is the ability to
initiate and continue valued action despite aversive emotions, thoughts, situations and
interpersonal interactions (Williams, Ciarrochi & Heaven, 2012).
The three key parenting dimensions of structure, responsiveness and autonomy
support act in combination to determine children’s psychosocial development (Gray &
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Steinberg, 1999) and are encompassed within Diana Baumrind’s model of parenting styles
(Baumrind, 1968, 1991). Parenting styles are broad, consistent patterns of behaviours that
create an overall climate for the parent-child relationship (Padilla-Walker, Fraser & Harper,
2012). A considerable body of research has established that authoritative parenting leads to
the best outcomes for children and adolescents in terms of numerous measures of
achievement and adjustment (Steinberg, 2000, 2001).
Surprisingly, there has been relatively little research examining links between
authoritative parenting and values development. Previous studies are reviewed in Section
3.4. In theory, the warm, structured yet flexible approach favoured by authoritative parents
should promote attachment, compliance, exploration and moral reasoning. These factors
will, in turn, enhance learning of values and acquisition of certain personal qualities
(willingness, psychological flexibility) which promote valued action. In contrast,
authoritarian parents model and reinforce concern for obedience rather than valued action,
and their inflexible approach will limit the adolescent’s opportunities to explore, experiment
and track consequences in the social environment. Permissive parenting may also be
problematic for values development, as growing up in an unstructured, non-contingent
environment may interfere with pliance, the first step in developing values. However,
permissive parents are also highly responsive and autonomy-supportive, which may mitigate
any negative impacts of a lack of structure.
1.5.3

Well-being overview
As noted above, values and valued action are closely connected with emotions and

well-being (Diener, 1984; Feather, 1995; Schwartz, 2010). Subjective well-being (SWB) is
generally defined as having affective and cognitive components. High levels of well-being
are indicated by the presence of positive mood and absence of negative mood (the affective
component) and global life satisfaction (the cognitive component; Diener, 1984; Ryan &
32

Deci, 2001). This definition is widely accepted and used in values research, including the
expectancy-value tradition (Brunstein, 1993), personal strivings (Emmons, 1986), SDT
(Sheldon & Kasser, 1998; Sheldon, Ryan, Deci & Kasser, 2004) and the theory of basic
human values (Sagiv & Schwartz, 2000). Consequently, this is the approach used to measure
well-being in the current study.
Valuing and valued action are two of the six key areas targeted by ACT therapists,
with the overall goal of increasing the client’s psychological flexibility (Dahl et al., 2009). In
the current study, values clarification is operationally defined as (1) the relative importance or
priority given to different values contents; (2) counts of activated values; and (3) the level of
valuing overall, regardless of contents. These three different perspectives on values
measurement enable us to ask some novel questions, as well as testing hypotheses arising
from various motivational and developmental theories.
Researchers from various traditions have argued that well-being is to some extent
determined by the content of values and by goal orientations and priorities. However, they
differ in their views of which values or goals are most health-promoting. The humanistic
tradition, epitomised by SDT, maintains that giving priority to extrinsic goals is detrimental
(Ryan & Deci, 2000; Schmuck & Sheldon, 2001). Other researchers suggest that the
relationship between value contents and well-being is not fixed according to the
intrinsic/extrinsic distinction, but varies according to personal priorities and social context
(Oishi, Diener, Suh & Lucas, 1999; Sagiv & Schwartz, 2000). For example, there was no
relationship between extrinsic (materialistic) goals and well-being among Dutch high school
students (Massey et al., 2009). American and Canadian high school students who placed high
importance on extrinsic goals had poorer well-being than their peers, but this was not the case
in China (Lekes, Gingras, Philippe, Koestner & Fang, 2010). There was no conflict between
materialistic goals and well-being for Spanish adolescents (Casas, Figuer, Gonzalez & Malo,
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2007). The large literature on values contents and well-being is reviewed in Section 4.1. The
current study contributes to this debate by examining relationships between well-being and
the importance of a comprehensive range of values contents, including those that cannot be
easily classified on the intrinsic/extrinsic dimension.
In addition, we examine the relatively neglected question of whether a high level of
valuing overall is associated with improved well-being. This is operationalised in two ways:
first, as high mean importance across all values; and second, as a count of activated values.
Having few important values, and neglect of valued action, may be clinical indicators of
avoidance, disengagement or failure at previous attempts to enact values (Dahl et al., 2009;
Wilson & Murrell, 2004). Alternatively, endorsing many values as important may indicate an
excessive concern for social desirability, and attempting to act upon many values at once may
lead to overload and resentment. It remains unclear whether it matters how many values one
endorses and tries to enact overall.
Valued action is operationally defined as successful enactment of values in daily life.
Although we refer to it below as “success”, this is not meant to imply it is an end-point, as
values can never be fully attained. In clinical interventions such as ACT, therapeutic
exercises target events that impede valued action, while behavioural activation is aimed at
increasing enactment of important values (Wilson & Murrell, 2004). Valued action is seen as
inherently reinforcing, and may also result in contact with specific reinforcing consequences
(Dahl et al., 2009). Therefore, we would expect that it is insufficient to have many important
values, and/or the “right” values; one also needs to enact them successfully. This is discussed
in more depth in Section 4.3.
This thesis also explores the role of values regulation, which has been highlighted in
the ACT literature as a possible influence on the relationship between valued action and wellbeing (Wilson et al., 2010). Values regulation refers to the reasons for valued action and goal
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pursuit. SDT proposes that the reasons for goal pursuit fall on a continuum, reflecting a
decreasing sense of being pressured or controlled (Sheldon & Elliot, 1998; Sheldon, 2001;
Ryan, Huta & Deci, 2008). At the most controlled level, externally regulated behaviour is
driven by direct contingencies in the social environment; the person expects that his or her
behaviour will be monitored and either rewarded or punished. In the case of introjected
regulation, a person acts to avoid internalised coercion (e.g., feelings of guilt or anxiety).
Identified regulation refers to behaviours inspired by values, while integrated regulation is a
further step in which values are successfully internalised and integrated within a system of
personal values (Ryan et al., 2008). At the most autonomous end of the spectrum, behaviour
inspired by authentic interests is said to be intrinsically motivated (Sheldon & Elliot, 1998;
Sheldon, 2001). The motivational continuum model is known as Perceived Locus of
Causality (PLOC; Sheldon, 2001). Links can be made with the ACT concepts of pliance,
tracking and augmenting. Purely externally regulated behaviour is governed by pliance; the
rule-giver needs to be present and providing immediate reinforcement. Intrinsically regulated
behaviour is governed by tracking; no observer (either external or internal) is required and the
reinforcement is available directly from the activity itself. In between we see augmenting,
with less pliance as we move from introjected motives towards identified and integrated
motives. Thus, valued action would include behaviours driven by motives at the more
‘autonomous’ end of the PLOC continuum. However, the overlap between the PLOC and
ACT perspectives is not perfect, as ACT theorists would not view all of this behaviour as
truly ‘autonomous’. Some valued action would be pure tracking (if driven by intrinsic
motives); other behaviours could be described as pliance with values (if driven by identified
and, to a lesser extent, integrated motives.
In the current study, values regulation is defined as a feeling of pressure on values, in
line with the SDT definition of controlled motivation as “a feeling of pressure to think, feel or
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behave in specific ways” (Sheldon et al., 2004, p. 475). SDT research suggests that pressured
values are less likely to be enacted successfully (Sheldon & Elliot, 1998) and to enhance
well-being (Niemiec et al., 2009). Thus, clients who perceive strong social pressure on their
values may be less motivated to engage in the therapeutic process. In the current study,
individuals who feel pressured may benefit less from valued action than those who perceive
little pressure. Values content may also play a role, as extrinsic values are inherently more
pressured than intrinsic values (Sheldon & Kasser, 1998). A detailed review of the literature
on values regulation can be found in Section 4.2.
Using longitudinal data, we also explore whether causal order is reversed, or effects
are bi-directional (Brdar, Rijavec & Miljkovic, 2009; Emmons, 1986; Fredrickson, 2001;
Sheldon, 2008). Is it possible that happy people rate more values as important, or choose their
values more wisely, and thus have greater success? Or is it that people with many highly
rated values tend to experience greater future well-being? These are issues of practical and
theoretical importance for ACT and also address the question, recently raised in positive
psychology, of whether values could drive a cycle of meaningful goal pursuit and lasting
happiness (Sheldon, 2008). Positive psychology perspectives on values are explored in
Section 4.4.
1.6

Research design and hypotheses
Longitudinal relationships between values, perceived parenting and subjective well-

being were investigated in a cohort of young Australians. Perceived parenting style and
subjective well-being were measured mid-year during the first and final years of high school
(Grade 7 and Grade 12). These measures were completed by students as part of a larger,
school-based study of adolescent development. Values measures were collected in two
online surveys: one following the final high school exams (Grade 12) and the other
approximately one year later (referred to as the “post-school” measure). The second online
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survey included a measure of post-school well-being. On average, participants were aged 1213 years when they began the study and 18-19 years at the time of the second online study.
The first set of hypotheses concern values development and how this might vary
depending on specific values contents and parenting practices. We would expect values in
general to become more internalised following the transition from high school to early adult
life. We would also expect to see a change in values priorities. These processes will be
predicted by perceived parenting practices.
1.

Values will become increasingly important, activated and successfully
enacted, and less pressured, from Grade 12 to post-school, across all contents.

2.

On average, intrinsic values will increase in importance and success, while
extrinsic values will decrease in importance and success.

3.

Authoritative parenting is more likely than the other parenting styles
(authoritarian, permissive) to predict increasing importance, activity and
success and decreasing pressure across all values contents.

4.

Authoritative parenting is more likely than the other parenting styles
(authoritarian, permissive) to predict positive change in intrinsic value
importance and success from Grade 12 to post-school, over and above change
in extrinsic value importance and success.

Our longitudinal design allows us to assess whether changes in values are correlated
with changes in well-being over time. Movement towards intrinsic values and away from
extrinsic values should be associated with improvements in well-being.
5.

Intrinsic values, such as relationships, personal growth and community
contribution, will have a greater influence on well-being than extrinsic values
such as power, wealth and image.
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6.

Increases in intrinsic importance and success and decreases in intrinsic
pressure will predict improvements in well-being from Grade 12 to postschool, controlling for changes in extrinsic importance, pressure and success.

Much previous work in this area has focused on differentiating relationships with
other variables according to values contents. It is also worth considering whether high levels
of valuing overall – regardless of contents – are related to well-being. We expect to find both
correlated change in global indices of valuing and well-being, and a longitudinal effect
whereby valuing predicts later well-being.
7.

Increasing importance, activity and success and decreasing pressure across all
values contents (global indices of valuing) will be associated with increasing
well-being.

8.

High levels of value importance, activity and success and low pressure across
all contents in Grade 12 will predict post-school well-being, controlling for
Grade 12 well-being.

According to SDT, the relationship between success and well-being will vary
according to whether values are pressured. Enacting one’s most autonomous values should
optimise well-being. Further, the ACT approach is oriented towards not just clarifying values
but also encouraging clients to put their deeply held values into action. Having important
values should be associated with increased well-being to the extent that it promotes
successful enactment of values in daily life. Therefore, we expect to find two moderation
effects.
9.

The less values are driven by perceived pressure, the stronger the positive
relationship between successful enactment and well-being.

10.

Personally important values will be more strongly, positively related to wellbeing if they are also successfully enacted.
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The relationship between values and well-being is assumed in ACT to be an ongoing
and reciprocal one. Individuals who are highly distressed and inflexible often find it difficult
to identify their important values, or to take action towards those values, even though doing
so might help alleviate their distress. Recent theoretical and empirical work in positive
psychology indicates that positive emotions and life satisfaction may facilitate valued action,
which in turn will promote further well-being. These perspectives suggest that well-being
may be antecedent to the development of values.
11.

High levels of well-being in Grade 12 will predict high value importance,
activity and success and low pressure post-school, controlling for baseline
values.

The relationship between authoritative parenting and positive outcomes, including
adjustment, is well established. Therefore, we also considered whether any longitudinal
relationships between perceived parenting and values might be due to parenting’s effects on
well-being. For instance, authoritative parenting is likely to promote high levels of wellbeing. If well-being is antecedent to values, then well-being may mediate the parentingvalues relationship.
12.

Longitudinal relationships between perceived parenting styles and post-school
values dimensions will be mediated by Grade 12 life satisfaction.

1.7

Structure of the thesis
This first chapter has set out the purpose of the thesis, defined key terms such as

values and subjective well-being, and briefly described the theoretical basis of the research,
which is guided by ACT and RFT. It closed with an overview of the literature, leading into
the research hypotheses.
Chapter 2 describes the methods of the current study, which uses data from the
Wollongong Youth Study, a longitudinal study of a single cohort of pupils at five Catholic
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high schools in southern Sydney and the Illawarra region, New South Wales, Australia.
Details are provided on data collection procedures, sample size and characteristics, measures
of well-being and parenting and data analysis methods. This chapter provides the basis for
the three types of values measures used in the current study: intrinsic versus extrinsic content;
clusters or types of values; and global indices of valuing (averaged across all values
contents). (See Appendix B for a detailed description of how we explored and validated the
content and structure of the SGP.)
Chapter 3 focuses on the development of values and how this might vary according to
values contents and parenting practices. First, the theoretical framework of RFT is used to
describe and explain values development via the processes of pliance, tracking and
augmenting. The chapter then presents a detailed review of the literature on change in values
within individuals over time and how parents might influence socialisation and internalisation
of values. Previous findings on parenting styles and their component behaviours are
integrated with respect to the three hypothesised processes of values development. Research
hypotheses arising from these previous findings are tested and results presented and
discussed.
Chapter 4 focuses on relationships between values and well-being, using the three
different approaches to values measurement explained in Chapter 2. Research relating to the
key ACT processes of valuing and valued action is reviewed, along with studies of values
regulation and the direct and indirect ways in which perceived pressure might influence wellbeing. We present findings on values priorities and well-being, using both the
intrinsic/extrinsic distinction and the individual values types. We consider whether global
indices of valuing are linked longitudinally with well-being, and whether relationships vary
according to levels of pressure and success. We then move on to the question of reciprocal
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relations between values and well-being. Results from regression analyses predicting values
from well-being are presented.
Chapter 5 integrates the previous two chapters by testing a combined model in which
relationships between perceived parenting, well-being and valuing are explored.
Chapter 6 summarises the findings of the current study. They are discussed in
relation to theory and previous research. Limitations and opportunities for further research
are outlined. The implications for ACT and the original contributions of this study are
emphasised.
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METHOD
2.1

Participants
Participants in the main study were young people who attended five Catholic high

schools in the Illawarra region and southern Sydney, New South Wales, Australia. The entire
cohort – that is, all students at one Grade level – took part in a longitudinal study of
adolescent development, the Wollongong Youth Study, which began in 2003. They
completed questionnaires every year from their first year of high school (Grade 7; n=749,
50.3% female, mean age 12.4 years, SD = 0.5) to their final year (Grade 12; n=468, 51.9%
female, mean age 17.0 years, SD = 0.4).
After completing the final school-based questionnaire, which included the Grade 12
assessments of well-being and perceived parenting styles, they were invited to provide an
email address at which they could be contacted for future studies. Participation was
voluntary and not all students provided valid contact information. A total of 271 young
people (48.3% female) completed the first online survey, which consisted of the baseline
(Grade 12) measure of values. A second invitation was sent out approximately one year later,
resulting in 291 (55.0% female) responses for the second wave, of whom 225 (83%) had also
completed the first wave. This survey included the post-school measures of well-being and
values. Of the 468 students who took part in the school-based study in Grade 12, 337
individuals responded to one or both of the subsequent online survey requests, giving an
overall response rate of 72%. The flow of participants through the study is illustrated in
Figure 1.
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Year 7:
parenting,
well-being
(n=749)

Year 12:
parenting,
well-being
(n=468)

Online 1:
values
(n=271)

Online 2:
values,
well-being
(n=291)

Figure 1
Flow of participants through the four parts of the longitudinal study. In Year 7and Year 12 schoolbased paper questionnaires were used to collect data. Variables measured and numbers of
participants are provided for each measurement occasion.

2.1.1

Non-completion and missing data
Attrition between Grade 7 and Grade 12 was mainly due to students’ leaving

secondary education in Grades 10 and 11 to relocate to other schools, enter vocational
training or seek employment. Consequently, sample sizes for the parenting measure varied
between years. Those who completed the school-based questionnaire in Grade 12 were more
likely than non-completers to report authoritative parenting in Grade 7, means (standard
deviations) 3.62 (0.66) and 3.51 (0.61) respectively, t (747) = 2.33, p < .05. Completers did
not differ from non-completers on Grade 7 permissive parenting: completers, 2.67 (0.60),
non-completers, 2.68, (0.61), t (747) = -.303, p > .05; or authoritarian parenting: completers,
2.96 (0.73), non-completers, 2.95 (0.68), t (747) = 0.10, p > .05. There were no significant
differences in perceived parenting (Grade 12) reported by those who took part in the first
online survey and those who did not; or between those who took part in the second online
survey and those who did not. For authoritative parenting: first online completers, 3.45
(0.71), non-completers, 3.39, (0.68), t (466) = 0.92, p > .05; second online completers, 3.42
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(0.62), non-completers, 3.41 (0.68), t (466) = 0.15, p > .05. For authoritarian parenting: first
online completers, 2.84 (0.69), non-completers, 2.83, (0.66), t (466) = -0.11, p > .05; second
online completers, 2.83 (0.69), non-completers, 2.85 (0.66), t (466) = -0.35, p > .05. For
permissive parenting: first online completers, 2.80 (0.60), non-completers, 2.78 (0.60), t
(466) = 0.33, p > .05; second online completers, 2.77 (0.58), non-completers, 2.81 (0.61), t
(466) = -0.67, p > .05.
Attrition from Grade 12 to the post-school measure was largely due to inability to
contact participants who had changed address and email; there were only two refusals. We
used independent groups t-tests to check for differences in initial well-being (Grade 12)
between completers and non-completers. There were no differences in initial well-being
between those who completed the first online survey and those who did not, or between those
who completed the second online survey and those who did not. For positive affect: first
online completers, 3.86 (0.87), non-completers, 3.92, (0.86), t (466) = -.790, p > .05; second
online completers, 3.90 (0.86), non-completers, 3.90 (0.91), t (466) = -0.04, p > .05. For
negative affect: first online completers, 2.19 (0.84), non-completers, 2.06, (0.79), t (466) = .069, p > .05; second online completers, 2.18 (0.82), non-completers, 2.06 (0.80), t (466) =
1.55, p > .05. For life satisfaction: first online completers, 4.84 (1.35), non-completers, 4.88
(1.29), t (464) = -.363, p > .05; second online completers, 4.81 (1.33), non-completers, 4.91
(1.31), t (464) = -0.79, p > .05.
2.1.2

Demographic characteristics of the sample
Catholic schools were chosen because the local Diocese supported the broader

longitudinal study, which focused on positive development. One in five Australian children
attends a Catholic school (Australian Bureau of Statistics, 2012). The Diocese in which the
schools were located covers a wide geographical area including a regional city, smaller
coastal towns and farming areas, and the outer suburbs of the state capital city.
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Demographic information was collected in Year 7. Previously published research
(Heaven & Ciarrochi, 2008) compared this sample with the broader Australian population on
three indicators: family composition (whether participants were living with both parents);
ethnicity (specifically, whether a language other than English was spoken at home); and
father’s occupation (an indicator of socio-economic status). Any or all of these three
indicators might be linked systematically with participants’ values and well-being and their
parents’ behaviours. Participants were slightly less likely than the broader population to be
living in a non-intact family, 22% of participants compared with the (then current) national
divorce rate of 29% (ABS, 2005, cited in Heaven & Ciarrochi, 2008). They were somewhat
more likely to be living in a household where a language other than English was spoken,
19.8% of participants compared with 15.8% of Australian households (ABS, 2006, cited in
Heaven & Ciarrochi, 2008). Finally, compared with the broader Australian population,
participants’ fathers were more likely to be professionals, 20.4% (16.5% nationally);
associated professionals, 15.1% (12.7%); tradespersons, 34.3% (21%); or advanced clerical,
1.2% (0.9%) and less likely to be employed in intermediate production and transport, 11.2%
(13.4%); or as managers, 4.8% (9.7%); laborers, 3.3% (10.8%); intermediate clerical, 5.5%
(8.8%); or elementary clerical, 4.3% (6.1%) (ABS, 2004, cited in Heaven & Ciarrochi, 2008).
Together, these figures indicate our sample was ethnically diverse, with a lower rate of
divorce and a higher average socio-economic status compared with the Australian population.
Demographic information was collected again in the second online survey. Of these
291 participants, 270 (78.9%) lived with one or both parents. Participants’ employment
status categories (not mutually exclusive) were: 43 (12.5%) employed full-time, 129 (37.6%)
employed part-time, 39 (11.4%) looking for work, 46 (13.4%) in vocational training, and 191
(55.7%) studying at university.
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Participants in the second online survey were also asked to nominate their ethnicity.
This was an open question. As a result there was a very wide variety of responses. Of the 243
people who answered the ethnicity question in Grade 12, 203(83.5%) described themselves as
“Australian”, a further 20 (8.2%) described themselves as Australian plus some other identity
(e.g., Italian-Australian, half Australian/half Filipino)and 20 listed another ethnic identity
(e.g., Indian, Argentinian, Welsh). We did not expect or hypothesise differences based on
ethnicity but to check this, we created three groups based on these classifications and ran
ANOVAs to see whether there were any differences in the global dimensions of values
(overall importance, success, pressure and activity), values priorities (differences in
importance for the seven values clusters), perceived parenting (authoritative, authoritarian
and permissive in Year 7 and Year 12) and well-being (positive affect, life satisfaction and
negative affect in Year 12 and post-school). Despite the very large number of analyses, no
significant differences were found on any of these variables between people identifying as
Australian, Australian + other, or another ethnicity. Tables of results can be found in
Appendix D.
2.2

Procedure
Participants completed questionnaires at school each year from Grade 7 (first year)

through Grade 12 (final year). The questionnaire booklets were administered to students
during class time while supervised by researchers and teachers. Students worked
independently to answer the questions, without collaboration. Only data from the first and
final school-based questionnaires were used in the current study as the parenting styles
measure was not included in the booklet in other years.
For the purposes of the current study, there were four measurement occasions.
Baseline parenting data were collected during the first year of high school (Grade 7).
Baseline well-being data and the second wave of parenting data were collected during Grade
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12 (mid-year). Baseline values data were collected at the end of Grade 12 (after final exams)
via an online survey. A second online survey was conducted approximately one year later, to
collect both values and well-being data.
Questionnaires and study methods were approved by the university human research
ethics committee, and the school-based study was also approved by the Catholic Schools
Authority.
2.3

Materials

2.3.1

Values
The Survey of Guiding Principles (SGP; Ciarrochi & Bailey, 2008) measures

importance, activity, pressure and success for each of 54 values. Items were created to cover
the 10 domains of the Schwartz Values Survey (SVS; Schwartz, 1992): Universalism,
Benevolence, Tradition, Conformity, Security, Power, Achievement, Hedonism, Stimulation,
and Self-Direction. The structure and content of the SVS has been validated in large,
international studies (e.g., Schwartz & Bardi, 2001; Schwartz & Bilsky, 1987; Schwartz &
Boehnke, 2004). The SGP also incorporates values domains not covered by the SVS but
highlighted by other researchers, such as physical health and spirituality (Braithwaite & Law,
1985) and work (Rottinghaus, Coon, Gaffey & Zytowski, 2007; Savickas, Taber & Spokane,
2002). Examples of items are, “Having genuine, close friends” (Relationship), “Having
authority, being in charge” (Power), “Being curious, discovering new things” (Self Direction)
and “Being safe from danger” (Security). The complete questionnaire can be found in
Appendix A and a comprehensive description of how the item content was developed and
validated against the SVS can be found in Appendix B.
Participants were asked to rate the extent to which each item was personally important
to them, on a scale from 1 (unimportant to me) to 9 (extremely important to me). After rating
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all 54 items for importance, each item was rated again for perceived pressure, on a scale from
1 (I feel no pressure) to 9 (I feel extreme pressure). The prompt read, “Using the following
scale, indicate the extent that you feel pressured to hold each of the following life principles”.
Examples were given of common sources of pressure (e.g., friends, family, the media, and
society in general). Participants were asked whether they had tried to put each value into play
during the past three months (yes/no) giving a count of activated values (activity). For each
affirmative response, they were asked how successful they felt they had been at living
according to that value (success), on a scale from 1 (not at all successful) to 5 (highly
successful). In the current study, three items were excluded to avoid confounding with wellbeing. These were: “enjoying positive mood states”, “feeling good about myself” and
“leading a stress-free life”. All scores were based on the remaining 51 items.
Most previous research has focused on values contents, using various ways of
classifying values. The current study employs two classification approaches based on earlier
studies, and also considers valuing as a whole. First, we categorised item content as intrinsic,
extrinsic and other. Allocation of items to categories was based on a classification system
developed by Grouzet and colleagues (2005) in a large, international study of the structure
and inter-relationships of goal contents. We assigned 19 items to the intrinsic group,
covering content such as community, affiliation, self-acceptance, physical health and safety.
Six items were assigned to the extrinsic group, covering content such as financial success,
image, popularity and conformity. As far as possible, these content categories mirrored those
in the earlier study (Grouzet et al., 2005). Item allocations and reliability (Cronbach’s alpha)
statistics are presented in Table 1.
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Table 1
Survey of Guiding Principles items and clusters classified as intrinsic, extrinsic or other
Goal classification
Type / Content

Example SGP item

Intrinsic
Community
Affiliation
Self-acceptance
Physical health
Safety

Promoting justice and caring for the weak
Having genuine and close friends
Striving to be a better person
Eating healthy food
Being safe from danger

Extrinsic
Financial success
Image
Power
Conformity

Being wealthy
Being admired by many people
Having influence over people
Meeting my obligations

Other
Spirituality
Hedonism
(Achievement)
(Courage)
(Stimulation)
(Aesthetics)
(Sexuality)
(Tradition)
(Vocational)
TOTAL

No.
items

Importance α
Gr12 Post

Pressure α
Gr12 Post

Success α
Gr12 Post

19

.91

.90

.96

.96

.90

.89

6

.76

.75

.88

.88

.81

.82

27

.91

.90

.96

.96

.93

.93

51

.95

.94

.98

.98

.96

.96

Being at one with God
Having an enjoyable, leisurely life
Being competent and effective
Having courage
Having a life full of novelty and change
Enjoying music, art and/or drama
Being sexually active
Showing respect for tradition
Working with my hands

Note. Brackets indicate goals not covered by the Aspiration Index (Grouzet et al., 2005) but included in SGP.
Three items were excluded because content overlapped with measures of well-being; therefore the total number
of SGP items used in this study was 51. Gr12 = Grade 12; Post = post-school.

The remaining 27 SGP items were not used in analyses involving the
intrinsic/extrinsic distinction. These included items tapping spirituality and hedonism, which
were found to be neither intrinsic nor extrinsic, and values domains that were omitted from
the instrument used in the earlier classification study (Grouzet et al., 2005). That instrument,
the Aspirations Index (Kasser & Ryan, 1993, 1996) did not include three SVS domains
(achievement, stimulation, tradition) or the aesthetics items that were part of the original SVS
domain of self-direction. Values relating to sexuality, courage and vocational concerns were
also not covered by the Aspirations Index and consequently could not be assigned as either
intrinsic or extrinsic according to the classification system based on that instrument (Grouzet
et al., 2005).
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To provide more comprehensive coverage of all values contents, we also conducted
analyses using seven types of values, which were derived from a hierarchical agglomerative
cluster analysis of the SGP (see Appendix B for details). The seven values types are listed in
Table 2 along with internal consistency statistics.
Table 2
Cronbach’s alpha coefficients for clusters of SGP items
Final cluster
Power & sex
Physical health
Stimulation & pleasure
Creativity & self-expression
Pro-social
Faith & tradition
Order

Importance
Gr12
Post
.84
.82
.80
.85
.84
.81
.85
.83
.94
.93
.87
.82
.86
.86

Pressure
Gr12
.88
.87
.94
.89
.97
.88
.90

Post
.89
.91
.92
.88
.96
.85
.91

Success
Gr12
.80
.81
.85
.86
.92
.81
.85

Post
.76
.82
.87
.83
.92
.79
.85

Note. Gr12 = Grade 12; Post = post-school.

Finally, scores for importance, pressure and success were averaged across all content
items and used in analyses, along with the count of activated values. These scores are
referred to as “global indices of valuing”. Internal consistency was very high: importance
Grade 12 α = .95, post-school α = .94; pressure Grade 12 α = .98, post-school α = .98; success
Grade 12 α = .96, post-school α = .96. The high alphas suggest that pressure, in particular, is
a broad, overarching construct rather than specific to particular value contents, which was an
additional reason to consider mean levels of values in relation to well-being. However, it
should be noted that Cronbach’s alpha is a direct function of the number of items and does
not necessarily indicate uni-dimensionality (Grayson, 2004; Marsh et al., 2009). The average
item-total correlations for importance (which is generally considered multi-dimensional)
were modest: around .50. This means that a single factor (“overall importance”) accounts for
about a quarter of the variance in the average scale item, leaving plenty of variance for other
factors (i.e., sub-scales measuring different values contents).
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2.3.2

Parenting styles
The Parental Authority Questionnaire (PAQ; Buri, 1991) assesses children’s

perceptions of their parents’ authority and discipline behaviours. It has been used extensively
to measure Baumrind’s (1968, 1991) typology of parenting styles. Participants assessed
maternal and paternal behaviours on a five-point Likert scale from 1 (strongly disagree) to 5
(strongly agree). Scores were used as continuous variables. Sample items are, “There are
certain rules in our family and my mother discusses with us the need for those rules”
(authoritative), “My mother does not let me question her decisions” (authoritarian), “My
mother lets me get my own way” (permissive).
A shortened version of the PAQ was created by randomly selecting 15 of the 30
items, five each for the authoritative, authoritarian and permissive styles, and the language
was slightly modified to suit 12-year-olds. This version has been used in previous
publications from the Wollongong Youth Study which have demonstrated its reliability and
validity (e.g., Williams et al., 2012). As expected, perceptions of parenting by mothers and
fathers were correlated. For example, mother and father authoritarian style correlated .63.
(Grade 7) and .41 (Grade 12), and mother and father authoritative style correlated .56 (Grade
7) and .48 (Grade 12). Perceived parenting styles for mothers and fathers were therefore
combined for all further analyses; this avoids the statistical problem of multi-collinearity
when predicting child characteristics (Friedlmeier & Friedlmeier, 2012) and allows an
assessment of the combined effect of both parents’ typical styles (Sim & Chin, 2014).
Cronbach’s alpha coefficients for Grade 7 and Grade 12 were .72 and .79 for permissiveness,
.80 and .79 for authoritarian, and .76 and .80 for authoritative.
2.3.3

Subjective well-being
High levels of subjective well-being (SWB) are generally defined by the presence of

positive affect and absence of negative affect (the affective component) and global life
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satisfaction (the cognitive component; Diener, 1984). The current study used the joviality,
sadness, fear and hostility scales of the PANAS-X (Watson & Clark, 1994) for the affective
component, and the Satisfaction with Life Scale (SWLS; Diener, Emmons, Larson & Griffin,
1985) for the cognitive component. These instruments have been well validated and are the
most widely employed measures of subjective well-being (Linley, Maltby, Wood, Osborne
and Hurling, 2009). Both have been used with young people. Negative and positive affect
and life satisfaction have different relationships with values (Emmons, 1986; Sagiv &
Schwartz, 2000) and different trajectories of change over time (Sheldon & Kasser, 2001) so
the scales were used separately rather than creating a composite score.
The PANAS-X (Watson & Clark, 1994) consists of a list of adjectives describing
mood states (e.g., cheerful, downhearted, scared, irritable). Participants indicated the extent
to which they had experienced these moods in the past month, on a scale from 1 (very slightly
or not at all) to 5 (extremely). The joviality scale (7 items) served as a measure of activated
positive affect (Grade 12 α = .94, post-school α = .94). For brevity, the joviality measure will
be referred to simply as positive affect although it should be noted that other positive states
such as calm, concentration and confidence were not measured. The sadness (5 items), fear (6
items) and hostility scales (6 items) were summed and the mean used as an index of negative
affect (Grade 12 α = .93, post-school α = .94). This study did not include a measure of guilt.
Scores were moderately stable, with test-retest correlations of r = .42 and r = .52 (ps < .001)
respectively for positive and negative affect.
The Satisfaction With Life Scale (SWLS; Diener et al., 1985) is a measure of a
person’s global evaluation of their life; that is, a cognitive judgement about whether, in
general, their circumstances meet their internal standards for a good life. It comprises five
items (e.g., “In most ways my life is close to my ideal”) rated on a Likert scale from 1
(strongly disagree) to 7 (strongly agree). In this study the scale’s internal consistency
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reliability was high (Grade 12 α = .85, post-school α = .90) and there was a moderate testretest correlation (r = .54, p < .001).
2.4

Analysis
Repeated measures t-tests were used to examine changes in values over time

(Hypotheses 1 and 2). Bonferroni adjustments were made to correct for multiple tests.
Relationships among parenting and values variables were tested using Pearson product
moment correlations as a precursor to multiple regression analyses predicting post-school
values from parenting styles (Hypothesis 3). To avoid Type 1 error, we focused only on
reliable (p<.01) and highly reliable (p<.001) findings. In each of the six regression equations,
a post-school values dimension (importance, pressure or success) was predicted from the
three parenting styles measured either in Grade 7 or Grade 12, controlling for the
corresponding values dimension in Grade 12. Thus, these analyses demonstrate residual
change in values uniquely attributable to each parenting style. We interpret this residual
change as internalisation of values during the transition from high school to early adult life.
We used structural equation modelling (SEM) with maximum likelihood estimation to
examine longitudinal paths from authoritative, authoritarian and permissive parenting to
change in intrinsic values, controlling for change in extrinsic values (Hypothesis 4). Separate
models were constructed for each parenting style and for value importance, perceived
pressure and success (i.e., nine models altogether). The advantage of using SEM with
maximum likelihood estimation for this analysis was that all model parameters could be
estimated simultaneously, controlling for all others (Kline, 1998). The structural analysis
specified paths from parenting in Grade 7 to parenting in Grade 12, extrinsic and intrinsic
values in Grade 12, as well as direct and indirect paths to post-school values. There were
also paths from Grade 12 parenting to post-school values. All variables were observed, and
the models were partially recursive, with correlated disturbances among the three variables
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measured at Grade 12 and between the two measured post-school. The models were justidentified (χ2 = 0, df = 0).
A similar approach was taken to examine the relative contributions of intrinsic and
extrinsic value importance, pressure and success to well-being over time (Hypotheses 5 and
6). Again, we used SEM with maximum likelihood estimation to examine the structural
relationships only. Paths were specified from the intrinsic values dimension (importance,
pressure or success) and the corresponding extrinsic values dimension and well-being in
Grade 12 to post-school well-being, along with direct and indirect paths to post-school
values. Separate models were constructed for positive affect, negative affect and life
satisfaction, and for each of the three values dimensions (i.e., nine models altogether).
Moderation analyses (Hypotheses 9 and 10) were conducted using centred variables
in a series of regression analyses including a cross-product term (Aiken & West, 1991). The
values dimensions were entered separately at Steps 1 and 2 and the cross-product term
(success x pressure, importance x success) at Step 3. For each hypothesis, six sets of
analyses were conducted, one for each criterion variable based on the three components of
well-being (positive affect, life satisfaction, negative affect) measured at two time points
(Grade 12 and post-school).
The analyses for Hypotheses 7, 8 and 11 consisted of a series of hierarchical
regression analyses. In the first set, post-school well-being was predicted from Grade 12
values (Step 2) and post-school values (Step 3), controlling for baseline well-being (Step 1).
In the second set, post-school values were predicted from Grade 12 well-being (Step 2) and
post-school well-being (Step 3), controlling for baseline values (Step 1). Step 2 tests whether
values are antecedent to (Hypothesis 8), or a consequence of (Hypothesis 11), earlier wellbeing. Step 3 tests correlated change; that is, whether residual change in values correlates
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with residual change in well-being (Hypothesis 7). This is similar to the approach taken by
Salmela-Aro and Nurmi (1997).
Testing of Hypothesis 12 was dependent on the findings from earlier tests. If a wellbeing component variable proved to be antecedent to values, it was considered as a possible
mediator of any observed relationships between Grade 7 parenting and post-school values.
Mediation was tested using an SPSS macro which generates estimates of indirect effects
using bootstrapping (Preacher & Hayes, 2004). Unlike the Sobel test, advocated in the
classic paper by Baron and Kenny (1986), bootstrapping is a nonparametric approach which
makes no assumptions about the normality of the distributions of variables. The macro,
available from http://afhayes.com/spss-sas-and-mplus-macros-and-code.html, enables testing
of the hypothesis that there is no difference between the total effect and the direct effect.
This is a more complete and direct test of mediation than the classic method (Preacher &
Hayes, 2004).
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VALUES DEVELOPMENT AND PARENTING STYLES
Participants in the current study were in their first year beyond high school. This is a
key transition point, offering unprecedented freedom and opportunity to choose and act upon
their values and goals. Deciding on one’s own values is regarded by young people as one of
the most important markers of having reached adulthood and may be even more important
than traditional criteria such as marriage, parenthood and buying a home (Sirsch, Dreyer,
Mayr & Willinger, 2009). Thus it is of great interest to understand what changes occur in
valuing and valued action during this developmental period, and the factors associated with
those changes.
This chapter is the first of three presenting the main literature review and findings of
the thesis. It focuses on internalisation of values, which is the process of taking in external
beliefs and standards and adopting these as part of one’s identity (Chandler & Connell, 1987).
Helping children and adolescents to learn, accept and spontaneously apply values and
behavioural standards is one of the key goals of socialisation (Grusec et al., 2000).
Internalisation results in “socially acceptable behaviour [which] is motivated not by
anticipation of external consequences but by intrinsic or internal factors” (Grusec &
Goodnow, 1994, p. 4).
Internalisation in this study refers to increasing value importance, activity and success
and decreasing pressure. Our study explored the extent to which values were internalised on
average among our sample, both for specific values contents and for global indices of
valuing. We examined one potentially important contextual factor that might influence this
process: adolescents’ experiences of regular patterns of parental behaviours, operationally
defined in this study as perceived parenting styles (Baumrind, 1991; Buri, 1991). The
chapter begins by describing how values develop, drawing on Relational Frame Theory
(RFT; Hayes et al., 1998). This is followed by a literature review of previous research on
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normative change in values and associations between parenting styles and values
development. Results from our longitudinal study are then presented and discussed.
3.1

How values develop
RFT provides a functional, contextual explanation of how values develop through

interactions between the young person and the social, verbal community (Hayes et al., 1998;
Barnes-Holmes et al., 2001; Zettle, 2007). As defined previously, values are augmenters:
learned verbal behaviours which establish new consequences or alter the power of existing
consequences and thus influence other behaviours. Specifically, values influence the
likelihood of two kinds of rule-governed behaviour: pliance (behaviour governed by socially
mediated reinforcers) and tracking (behaviour governed by natural reinforcers).
Transmission of values to young people requires modelling of the importance of values,
training in situations where values apply, and repeated experiences in which values-driven
behaviour results in a positive social environment (Hayes et al., 1998). In addition,
establishing augmenting requires sophisticated language development, perspective taking and
self-awareness (Hayes et al., 1998).
Before children can acquire and internalise values, however, they need to be trained in
both pliance and tracking. This requires the introduction of moral rules (e.g., “Share”, “Don’t
take something that doesn’t belong to you”), monitoring of rule following, and the contingent
application of meaningful consequences (Hayes et al., 1998). Existing, obvious reinforcers
(such as sole possession of an attractive toy) are overridden by the parent’s or caregiver’s
intervention. For example, the child learns to share his or her toys to gain social approval or
avoid punishment. This is pliance. Pliance is useful to society but it doesn’t teach right from
wrong, just obedience. Over time, adults need to move these rules and reinforcers towards
those involving natural contingencies, in order to encourage tracking. Tracking specifies
consequences that are often delayed or probabilistic (Hayes et al., 1998). Children start to
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experience direct, environmental contingencies which become increasingly remote (Hayes et
al, 1998). For example, a child who is good at sharing and other learned, sociable behaviours
may be more popular with peers, leading to further opportunities for enjoyable, shared
experiences in the future.
Finally, formative augmentals are introduced that establish new, abstract
consequences based purely on verbal networks. Motivative augmentals build the importance
and emotional quality of those consequences and link them back to tracking. The child will
sometimes experience specific reinforcing consequences, which help establish and maintain
valued action. For example, his mother may be pleased that he helped his sister, so he may
be more inclined to do it again. But more important is the sense of coherence that occurs,
even when the action does not immediately produce positive results (Dahl et al., 2009). The
child knows that it’s good to be honest, or kind, or generous, and feels good when he or she
acts accordingly. Thus, a child learns that values point in the direction of worthwhile
consequences, and that valued action is also worthwhile for its own sake. Establishing values
as augmentals involves learning relations between rule-governed behaviour (pliance or
tracking) and abstract consequences in many relevant contexts. For example, establishing
empathy “requires a history of reinforcing sensitivity to the consequences another is facing”
(Hayes et al., 1998, p. 268).
Although the above describes a developmental sequence, this does not imply that new
forms of moral rules eliminate old forms, so it is possible to do something not just to serve a
value but also to avoid punishment or gain approval (Hayes et al., 1998). The process is not
inevitable or inbuilt in humans, but requires appropriate support from the verbal community.
Things can go wrong, resulting in people who are not able to identify their own values,
confuse values with goals, or associate values with painful memories, feelings and thoughts
(Dahl et al., 2009). For example, severe punishment can result in counterpliance: doing the
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opposite to what the rule specifies (Hayes et al., 1998). If parents or caregivers do not
consistently link the child’s behaviour with consequences, pliance is reduced. Similarly, if
the environment is unstable or unpredictable, so that verbal rules do not reliably predict
events, tracking may be weakened (Hayes et al., 1998). Valuing itself may be diminished if
the child is ridiculed, ignored or punished when he or she expresses interest in valued
activities (Dahl et al., 2009). In cases of severe neglect or abuse, values may even become
aversively conditioned, so that the thought of valued activities gives rise to pain (Dahl et al.,
2009). Thus, caregivers – especially parents – can have a strong influence on the
development of values.
RFT also provides an account of how verbal learning processes can contribute to
impaired parenting. A child’s display of disobedient, defiant behaviour is an unpleasant
experience for any parent. If the child is especially difficult, or the parent is distressed, he or
she may have the thought that they cannot tolerate the child’s non-compliance (Coyne &
Wilson, 2004). The child’s behaviour has become “intolerable” through a complex set of
inter-related ideas - relational frames - that alter the function of the child’s behaviour for the
parent. So, instead of seeing the behaviour for what it is, the parent may experience feelings
of anger and powerlessness and thoughts such as “I am a bad parent … a bad person … a
failure” (Coyne & Wilson, 2004). If the parent accepts these thoughts as literally true – a
process known in ACT as cognitive fusion – he or she may try to avoid the thoughts,
associated aversive feelings and physical sensations, and indeed any situation in which these
unwanted experiences might arise (Coyne & Wilson, 2004; Murrell, Wilson, LaBorde, Drake
& Rogers, 2009). This type of coping strategy, when applied rigidly and persistently, is
known in ACT as experiential avoidance (Hayes, Luoma, Bond, Masuda & Lillis, 2006).
Avoiding the experience of child non-compliance is not the same as ensuring
compliance, and can lead to some counter-productive parental behaviours (Coyne & Wilson,
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2004). For example, one strategy is to disengage from disciplinary attempts and fail to make
any reasonable demands for appropriate, acceptable child behaviour. Another is to enforce
restrictive discipline and attempt to crush dissent through aggression and harsh punishment.
As research and applied work on coercive family processes has shown, neither of these
strategies is likely to be successful in the long term, assuming the ultimate goal is to raise a
well-adjusted, socially integrated child in a harmonious family environment (Patterson &
Fisher, 2002).
Coercive interactions occur in all families, and tend to have fast, effective results – at
least in the short term (Coyne & Cairns, in press). One person is aggressive, the other gives
in. The aggression is positively reinforced, the acquiescence negatively reinforced by the
cessation of the aggressive behaviour and its aversive functions. When this becomes a
recurring pattern in interactions between children and parents, both the relationship and the
child’s social development suffer (Dishion, in press). Impaired parenting coupled with
difficult children can lead to patterns of escalating coercive family processes in which the
parent’s request is followed by aversive behaviour by the child (e.g., yelling, complaining)
and the parent withdraws the request, thus negatively reinforcing the child’s undesirable
behaviours (Snyder & Patterson, 1995). These kinds of interactions take their toll on parents
who may become increasingly disempowered and helpless or may instead resort to harsh
punishments in order to achieve some level of compliance from the child (Patterson & Fisher,
2002). Both these reactions – disengagement and harsh parenting – are associated with
poorer outcomes including child aggression and anti-social behaviour (Patterson & Fisher,
2002). In the long term, parents faced with these kinds of unpleasant interactions tend to
withdraw from their parenting roles and relax their attempts to supervise and guide the
adolescent, who in turn pulls away from the parent and increasingly seeks the company of
peers (Dishion, in press). Aggressive children tend to be rejected by normative peers, so the
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prematurely autonomous young adolescent will gravitate towards deviant peers. The result is
that the parent has reduced opportunity to promote normative values, leaving the adolescent’s
moral development in the hands of influential, and possibly deviant, peer groups (Dishion, in
press).
But the parent may not be alert to the fact that their strategies are ineffective or may
feel unable to try new strategies. Experimental work has demonstrated that distressed
mothers have greater difficulty than other women (including other mothers) in learning new
derived relationships between positive parenting words and negative child behaviour words
(Murrell et al., 2009). However, they find it easier to derive new relations between
previously neutral, abstract symbols and negative child behaviour words. For these mothers,
their child behaving badly evokes a wider range of internal stimuli – such as thoughts of
social judgement and rejection. The parent’s behaviour is under the control of these thoughts
and feelings rather than stimuli present in the direct environment, here and now (Murrell et
al., 2009). At the same time, it is much more difficult for them to initiate newly learned,
positive parenting behaviours.
Following verbal rules – such as “I can’t tolerate non-compliance from my child” –
makes a person less sensitive to other aspects of the situation and alternative response
options. Although he or she might highly value being a loving, caring, effective parent, rigid
rule-following and experiential avoidance are barriers to putting these values into action.
Dishion (in press) gives the example of a man who had experienced physical and emotional
abuse as a child and was determined not to repeat this with his own children. Despite this
good intention, he was verbally abusive towards his partner’s child when the child
misbehaved. When challenged, he responded that his behaviour was acceptable because he
did not use physical punishment. He was unable to see that his extreme anger and harsh
words were in themselves abusive. Dishion (in press) explained that the man’s behaviour was
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under the control of an automatic, unconscious framework – that is, verbal rules – he had
learned in his own childhood.
Thus adults who themselves have experienced coercive parenting may have greater
difficulty in applying their values in interactions with their own children. A study using the
same sample as the current thesis found that experiencing coercive, authoritarian parenting in
early adolescence was associated with greater experiential avoidance in late adolescence
(Williams et al., 2012). Family conflict – which inevitably co-occurs with coercive
interactions – is also linked with the development of experiential avoidance among young
teenagers (Biglan et al., 2015). A parent with a pre-existing tendency towards experiential
avoidance due to his or her own learning history may have even greater difficulty than other
adults in reacting flexibly and appropriately to their child’s misbehaviours. He or she may be
more vulnerable to conditioned emotional responses that arise in particular contexts where
the child has previously misbehaved or – due to the wonders of relational framing – similar
situations in which the child might misbehave (Coyne & Cairns, in press). Any father may
feel a twinge of anxiety (i.e., a conditioned emotional response) when realising that another
child is now waiting for the playground swing, which means he now has to remove his
toddler from the swing and deal with her negative emotions. But a highly avoidant father may
find this anxiety so profoundly aversive that he overreacts and uses coercive tactics to control
the child, or avoids the playground altogether, or ultimately avoids the child as much as
possible, thus losing the opportunity to model valued behaviours, such as sharing.
In these ways, parents who are stuck in entrenched patterns of experiential avoidance
and coercion may be unable to provide effective models of valuing, and they may not create
the kinds of family contexts necessary for establishing pliance, tracking and augmenting.
Thus, impaired parenting practices may hinder values development among children and
adolescents. Evidence on the link between parenting styles and values development is
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reviewed below. First, however, we consider the question of what normative values
development might look like among adolescents and emerging adults and, therefore, what
changes we might expect to see in our sample of participants.
3.2

Change in values contents and regulation
During major life transitions, such as the end of high school and the start of adult life,

personal values and goal systems would be expected to change (Brunstein, 1993; SalmelaAro, 2009). Such changes reflect present developmental tasks and challenges (Salmela-Aro,
2009). Emerging adults may become more selective regarding their goals, leading to an
overall reduction in average importance of values (Roberts et al., 2004). They may also adjust
their goals in response to available opportunities at a cultural and social level (Welzel &
Inglehart, 2010) and, at a personal level, to experiences of failure or success (Salmela-Aro,
2009). This may lead them to select different goals to serve their most important values, or
even to change their value priorities. Goal compensation is believed to contribute to wellbeing and adjustment (Salmela-Aro, 2009), in a similar way to the ACT view that values are
best held lightly and acted upon flexibly (Dahl et al., 2009).
The relative importance of various goals appears to be fairly stable over time within
individuals (Cohen & Cohen, 2001; Roberts et al., 2004). Nevertheless, some patterns of
change have been observed. A longitudinal study of college students in the United States
found that on average, emotional intimacy became more important over time, while extrinsic
values such as materialism, fame/popularity and physical attractiveness reduced in
importance (Sheldon, 2005). In another sample of American college students, the importance
of hedonistic, economic, political, aesthetic and religious goals declined on average over four
years, while the importance of relationship and other pro-social goals remained constant
(Roberts et al., 2004). Finally, a study in Finland which followed undergraduates for 15
years from the commencement of their studies, found that priority for education and
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friendship goals reduced over time, while priority for family goals increased (Salmela-Aro,
2009).
Values regulation is also likely to change during and immediately following the high
school years. As children and adolescents become more proficient at inhibiting socially
unacceptable behaviours and performing acceptable ones, their behaviour becomes less
subject to external sources of control (Chandler & Connell, 1987). In ACT terms, their
behaviour is governed less by pure pliance and more by augmenting, with the result that they
increasingly perform valued actions in the absence of socially mediated reinforcers. In SDT
terms, ‘controlled’ (external, introjected) motives are gradually replaced with more
‘autonomous’ (internalised, integrated) motives (Sheldon, 2001).. This was demonstrated
through structured interviews in which children were asked their reasons for doing certain
behaviours which were either “disliked” (e.g., chores, following rules) or “liked”. The
content of their responses was analysed qualitatively and classified according to the
Perceived Locus of Causality model (PLOC; Sheldon, 2001; see Chapter 1 for a definition).
Internalised motives were reported most frequently among the oldest children (Chandler &
Connell, 1987). Interestingly, disliked behaviours were rated as more important overall than
liked behaviours, and those children who saw disliked behaviours as most important were
least likely to give controlled reasons for performing them. This was a cross-sectional study
and focused on differences among age groups rather than changes in individuals over time.
Further, the oldest children involved were 13, which leaves open the question of whether
further internalisation occurs in mid- to late-adolescence and emerging adulthood.
3.3

Parental influence on values
Although peers are increasingly influential during adolescence, parents also have a

vital role to play in socialising adolescents and providing opportunities to internalise and act
upon values. Parents’ values are closely linked to, and influence, their children’s values
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(Kohn, Slomcynski & Schoenbach, 1986). Researchers interviewed fathers in the United
States and Poland on their self-direction versus conformity values; that is, the extent to which
they considered it important to have good manners, be sensible, neat and clean, obedient and
responsible, and be curious and interested in the world around them. Ten years later (in the
US; one year later in Poland) they were interviewed again, along with their wives and
children. Fathers’ values strongly predicted children’s values. Mothers’ values were also
linked with children’s values, but the relationship was indirect. Children who perceived their
mothers’ values accurately were most likely to hold similar values (Kohn et al., 1986).
Although this study was limited by the use of only two values types, and mothers’ values
were not measured longitudinally, it challenged earlier findings that suggested parents had
little influence on children’s values.
Since then there has been considerable research interest in the ways in which adults,
and parents in particular, foster values development in children (Grusec & Goodnow, 1994;
Grusec et al., 2000; Grusec & Davidov, 2010). Parents generally have most opportunity to
influence socialisation, due to their proximity, power and knowledge about the child (Grusec
et al., 2000). Their close involvement with the child’s social development is adaptive,
helping the child survive and integrate into the wider verbal community. Adolescents’ values
and behaviours are shaped by the parental reactions they anticipate (Hardy, Carlo & Roesch,
2010). That is, adolescents who perceive that their parents are likely to provide appropriate
reinforcement are more likely to endorse pro-social values and behave in pro-social ways
(Hardy et al., 2010). In another study, adolescents’ pro-social values and behaviours were
predicted by their beliefs about the standards of behaviour that their mothers expected of
them (Padilla-Walker & Carlo, 2007). Like these authors, we focus on adolescents’
cognitions regarding parenting. Other researchers have also noted the importance of
measuring adolescents’ subjective experiences of parental nurturing and discipline as these
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ultimately motivate their behaviours (e.g., Barber, 1996; Gray & Steinberg, 1999). So the
question for our study is, what kinds of perceived parental behaviours and family contexts are
effective in promoting values transmission via the teaching of pliance, tracking, and
augmenting?
3.4

Parenting styles
In Baumrind’s (1968; 1991) parenting styles model, parenting behaviours are

classified on two dimensions: responsiveness and demandingness. Responsiveness refers to
the parent’s intentional efforts to promote the child’s individuality and self-regulation by
being supportive and appropriately acquiescent to the child’s genuine needs (Baumrind,
1991). Demandingness is defined as the parent’s demands for the child to integrate with the
family and display appropriately mature behaviour, and the parent’s willingness to provide
supervision and to challenge disobedience.
Two qualitatively different types of parental demandingness have been identified
(Barber, 1996; Baumrind, 1968, 2012; Steinberg, Elmen & Mounts, 1989). The structure and
monitoring aspects of demandingness are labelled “confrontive power assertion” (Baumrind,
2012) or, more usually, “behavioural control” (Barber, 1996; Steinberg et al., 1989) and are
seen as the alternative to a complete lack of demandingness or parental disciplinary efforts.
In contrast, “coercive power assertion” (Baumrind, 2012) or, more usually, “psychological
control” is characterised by hostility, manipulation of the child’s emotions, criticism and
contingent acceptance (Barber, 1996) and is seen as the opposite to autonomy support.
Parental psychological control and autonomy support are negatively correlated and appear to
function as opposite ends of a continuum (Bronstein, Ginsburg & Herrera, 2005; Ginsburg &
Bronstein, 1993; Soenens et al., 2007).
Responsiveness and the two types of demandingness can be combined to form
different characteristic parenting styles. The authoritative parenting style is high on all three
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dimensions of responsiveness, structure and autonomy support (Baumrind, 2012).
Authoritative parents are warm, involved and have high expectations of their children while
being willing to discuss and provide reasons for rules and demands. They exert behavioural
control when needed to ensure compliance. Psychological control is a defining feature of
authoritarian parenting, along with strong behavioural control and low warmth and
responsiveness (Baumrind, 1991). Authoritarian parents emphasise their status as authority
figures and require obedience without explanation or negotiation. The third style in the
original typology is permissive parenting: high responsiveness and autonomy support,
combined with low levels of behavioural control. Permissive parents make few demands of
the child and avoid confrontation (Baumrind, 1991).
Although these parenting styles were originally identified in studies of small children,
later work demonstrated that they remain valid descriptions of parenting patterns for
adolescents and emerging adults (e.g., Baumrind, 1991; Baumrind, Larzelere & Owens,
2010; Lamborn, Mounts, Steinberg & Dornbusch, 1991; Nelson, Padilla-Walker,
Christensen, Evans & Carroll, 2011). Other styles are sometimes added; for example,
rejecting or neglectful parents who are neither responsive nor demanding (Lamborn et al.,
1991) and “good enough” parents who are moderate on both dimensions (Baumrind, 1991).
However, these are essentially refinements and a considerable body of research has
established the original parenting styles typology as strongly predictive of outcomes for
children and adolescents (Steinberg, 2000, 2001).
Perhaps surprisingly, given the theorised impact of parents on children’s moral
development, internalisation of values has rarely been studied in relation to parenting styles
in adolescence (Hardy, Padilla-Walker & Carlo, 2008; Martinez & Fernando Garcia, 2007).
We identified five previous parenting studies that measured adolescents’ values specifically,
rather than proxy measures such as pro-social behaviour. Martinez and Fernando Garcia
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(2007, 2008) asked adolescents in Spain and Brazil to rate their parents’ characteristic
parenting styles. Internalisation of values was defined as participants’ personal importance
ratings for self-transcendence (benevolence, universalism) and conservation (conformity,
security and tradition) values derived from the work of Schwartz (1992). The researchers
examined the relationship between parenting styles and values, controlling for gender, age
and type of school. In both samples, adolescents with authoritative parents placed high
importance on values overall and on each of the five values individually, but so did those
with indulgent (permissive) parents. Those with authoritarian or neglectful parents assigned
the lowest importance to values (Martinez & Fernando Garcia, 2007, 2008). In another study
of Spanish adolescents, perceived parental warmth correlated positively with importance
ratings for benevolence and security values, while parental rejection correlated negatively
with these values (Aluja, del Barrio & Garcia, 2005). In regression analyses, parental
rejection predicted high levels of power values. Benevolence values (e.g., friendship, being
helpful) were predicted by parental warmth, while security values (e.g., personal safety) were
predicted by warmth for boys and (negatively) by parental rejection for girls (Aluja et al.,
2005).
In contrast, Hardy and colleagues (2008) defined internalisation as the degree of selfregulation of values. Participants were asked to rate the extent to which certain reasons for
pursuing pro-social values (kindness, fairness, honesty) were important to them, rather than
the importance of the values themselves. They used the PLOC model of values regulation
derived from SDT (Deci & Ryan, 2000; Sheldon & Elliot, 1998; Sheldon, 2001). They found
that externally controlled regulation – which is driven by direct contingencies in the social
environment – was predicted by high levels of participant-reported parental structure.
Introjected regulation – that is, valued action controlled by guilt, approval-seeking or fear of
rejection – was also predicted by parental structure and (negatively) by participant age. The
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next step in the values self-regulation continuum is identified motivation, in which the value
and its associated behaviours have been accepted as important, while integrated motivation is
a further step in which the value is incorporated into the person’s self-concept and aligned
with other values and goals (Hardy et al., 2008). These more internalised or autonomous
levels of values regulation were both predicted by parental involvement. Interaction effects
were also found: at high levels of parental involvement, autonomy support was positively
related to values internalisation, but at low levels of involvement the relationship was
negative (Hardy et al., 2008). All four of these previous studies used cross-sectional designs,
so causal direction is unclear. Children play an important role in shaping their parents’
behaviours (Bell, 1968; Patterson, 1971, 2002; Patterson & Fisher, 2002).
One longitudinal study has pointed to a relationship between “proactive” parenting
and values regulation (Padilla-Walker et al., 2012b). Proactive parenting is a preventative or
anticipatory approach that aims to find opportunities to teach children about values and
appropriate behaviour before misbehaviour occurs (Padilla-Walker et al., 2012b). Some
aspects of proactive parenting – such as “reasoned cocooning”, in which parents set firm
guidelines and prohibit certain behaviours, but provide explanation – capture some aspects of
the authoritative style. Proactive parenting, measured when the adolescents were around 12
years old, predicted relative autonomy for values related to pro-social behaviour, peers,
school and drug avoidance at age 13 (Padilla-Walker et al., 2012b). “Active deference” –
which is similar to autonomy support – predicted adolescents’ values-congruent behaviour
across all four values domains at age 14. However, proactive parenting is a different model
and it is difficult to interpret these results in relation to the parenting styles approach. There is
a need for longitudinal data to clarify the relationship between parenting styles and values
development, across both definitions of internalisation described above. Next, we examine
each parenting style in turn, in order to develop research hypotheses.
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3.4.1

Permissive parenting and values
Permissive parents are responsive but do not use beneficial forms of demandingness,

such as behavioural control and structure. In the Spanish and Brazilian studies cited above,
adolescents with permissive parents placed high importance on values (Martinez & Fernando
Garcia, 2007, 2008). This finding is in contrast to previous research demonstrating poor
outcomes of permissive parenting, such as elevated levels of anti-social behaviour and
substance abuse (Baumrind, 1991; Lamborn et al., 1991), reduced motivation, adjustment and
school achievement (Ginsburg & Bronstein, 1993; Lamborn et al., 1991) and lower
individuation and self-efficacy (Baumrind et al., 2010). Cultural differences may be at least
partially responsible for the differences in findings (Martinez & Fernando Garcia, 2007,
2008). Parental demandingness may be less useful and acceptable in nations such as Spain
and Brazil which have egalitarian cultures, as opposed to countries (such as the United States
and some Asian countries) in which society is structured hierarchically (Martinez & Fernando
Garcia, 2007, 2008). In egalitarian cultures, parental warmth and responsiveness –
characteristic of both permissive and authoritative parents – may be the key elements of
successful socialisation.
Studies in which observers rated parents for their warmth and responsiveness found a
positive relationship between these qualities and children’s pro-social behaviours (see
Eisenberg & Valiente, 2002, for a review). High levels of parental warmth have also been
linked to adolescents’ pro-social behaviour (Padilla-Walker, Carlo, Christensen & Yorgason,
2012). Responsive, involved parenting is said to promote values development by ensuring the
child is emotionally, as well as physically, close to parents and attending to their behaviours,
thus promoting accurate perception and acceptance of parents’ values (Grusec et al., 2000).
In a cross-sectional study of older adolescents (aged 16-18 years), participants were more
likely to perceive their parents’ (self-reported) values accurately if the parents were seen as

70

warm and responsive (Knafo & Schwartz, 2003). Further, in a group of sixteen-year-olds,
accurate perception and acceptance of their mothers’ values was associated with the
teenagers’ own values and values-congruent behaviour, and with less anti-social behaviour
(Padilla-Walker, 2007). Together, these two papers suggest that responsive parenting is
associated with more accurate perception and acceptance of parental values and, in turn, more
pro-social behaviour by young people.
Yet most other research has shown that parental responsiveness has its best effects on
child and adolescent outcomes in conjunction with structure and moderate levels of
behavioural control (e.g., Baumrind et al., 2010; Steinberg, Lamborn, Dornbusch & Darling,
1992). Parental structure is associated with better social and achievement outcomes for
children (see Farkas & Grolnick, 2010, for a review). Behavioural control has also been
linked positively with children’s conformity and social competence and negatively with
antisocial behaviour (see Barber, 1996; Barber et al., 2005; Soenens & Vansteenkiste, 2010,
for reviews).
The key to establishing pliance is a contingent environment in which the child’s
behaviours are followed reliably by social consequences (Hayes et al., 1998). Permissive
parenting is likely to be problematic because it fails to provide the structure and monitoring
needed to establish these connections. Intervention studies based on the social learning model
have demonstrated the importance of a contingent parent or caregiver in establishing
moderate compliance in the child (Patterson, 1971, 2002; Patterson & Fisher, 2002). These
authors observed in clinical populations that antisocial parents were less likely to see
antisocial child behaviours such as stealing and fighting as undesirable, and were
correspondingly less likely to punish them (Patterson & Fisher, 2002). One longitudinal
study indicated a reciprocal relationship between parental behavioural control and adolescent
delinquent behaviour, such that parents whose teenagers were more antisocial in the first year
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of the study tended to monitor them less in the second year, and this lack of behavioural
control was correlated with increased delinquency (Barber, 1996). Experimental studies have
also shown that if an adult is present, but does not intervene, when a child misbehaves, the
antisocial behaviour is reinforced and occurs at an increased rate. If the adult is not present
the rate decreases (Baumrind, 1968). Thus permissive parents, who are reluctant to confront
children and oppose inappropriate behaviours, may inadvertently reinforce those behaviours.
They are inclined either to ignore noncompliance or to fail to follow up requests sufficiently
(Baumrind, 2012). This is likely to have detrimental impacts on the development of values.
3.4.2

Authoritarian parenting and values
Authoritarian parenting is highly structured, with strong demands for compliance and

obedience, little explanation or reasoning, and low levels of responsiveness and warmth.
These parents exhibit a rigid focus on authority status and child obedience. This type of
parenting has been associated with low levels of importance on both self-transcendence and
conservation values among adolescents (Martinez & Fernando Garcia, 2007, 2008). Further,
highly controlled values regulation has been linked with high levels of parental structure
(Hardy et al., 2008).
Structure appears to be necessary for establishing pliance, but an excess of structure
combined with lack of autonomy support may actually hinder the next steps in values
development: tracking and augmenting. In the hierarchical, authoritarian view of the family,
conformity is prized for its own sake (Baumrind, 2012). Children are given few opportunities
to contact real environmental consequences directly and there is more risk involved in
exploring the world and making mistakes, due to the lack of warm parental involvement and
the possibility of harsh punishment, including psychologically controlling measures such as
humiliation. The negative emotions and high arousal that accompany harsh punishments
distract the child from any harm that his or her behaviour may have caused (Grusec, 2012)
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and focus attention on the self (Moilanen, Shaw & Fitzpatrick, 2010) and on the power
differential between self and parent (Baumrind, 2012). Acknowledging one’s guilt and
experiencing remorse and regret are important contexts for moral learning (Recchia, Wainryb
& Pasupati, 2013). But instead of tracking these consequences, the child of the authoritarian
parent is preoccupied with feelings such as fear, shame and anger. He or she may try to avoid
unpleasant situations and internal sensations by avoiding any activities that might provoke
parental displeasure, and this may generalise to other authority figures such as teachers and
employers.
Thus, authoritarian parenting may result in dispositional compliance (Baumrind,
2012) and psychological inflexibility (Williams et al., 2012). Dispositional compliance is a
generalised deference to societal norms and authority figures, and tends to inhibit
autonomously motivated activity such as goal pursuit (Baumrind, 2012). It is often
associated with insecure attachment and internalising problems in children (Baumrind, 2012).
Similarly, psychological inflexibility refers to a narrow, restricted range of behaviours and is
associated with psychological distress and lack of valued action (Dahl et al., 2009).
Developmental theorists have long discussed the need to adjust parenting practices
over time in response to the adolescent’s increasing maturity and competence (Baumrind,
1968, 1991; Eccles et al., 1993). Because they value hierarchy and obedience, authoritarian
parents are liable to overreact to adolescents’ strivings for greater autonomy. They may try to
set and enforce more rules (Kakihara, Tilton-Weaver, Kerr & Stattin, 2010; van den Akker,
Dekovic & Prinzie, 2010). But this excessive parental structure and monitoring can be
experienced by older adolescents as psychologically controlling (Kakihara et al., 2010;
Smetana & Daddis, 2002). Further, authoritarian parents may be less sensitive to the
domains in which their authority is judged (by the adolescent) to be legitimate (Grusec,
2012). Parental authority is generally seen as acceptable in the moral domain (issues
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concerning harm to others) but less so in the social conventional (rules of social interaction),
prudential (safety and care of property) and personal domains (Nucci & Smetana, 1996).
Adolescents are more likely than parents to see certain issues – such as keeping their rooms
clean – as belonging in the personal domain and therefore not subject to parental authority
(Smetana & Daddis, 2002).
Authoritarian parents have more difficulty than other parents in recognising these
distinctions and relinquishing control where appropriate (Smetana, 1995). Therefore they are
more likely to arouse resentment and reactance (Baumrind, 2012; Grusec, 2012). The
adolescent may become either subversive or openly noncompliant. In RFT terms, both of
these behaviours represent counterpliance which, like pliance, is controlled by the rule-giver
rather than guided by real-life contingencies (tracking) or valued directions (augmenting).
The adolescent is stuck in the power struggle and cannot progress to more complex and
mature moral behaviours. Therefore, in our sample we would expect to see negative
relationships between authoritarian parenting and values, with lower importance on most
values, more pressure on values, and more difficulty in taking valued action.
3.4.3

Authoritative parenting and values
The synthesis of all three key parenting dimensions – involvement, structure and

autonomy support – is the distinguishing feature of authoritative parenting (Baumrind, 1968,
2012). In studies of adolescents and young adults, authoritative parenting has consistently
been associated with positive development (Steinberg, 2000). For example, a large crosssectional study of Americans aged 14-18 years found that those with authoritative parents had
the highest psychosocial competence and the lowest levels of behavioural and psychological
dysfunction (Lamborn et al., 1991). The more authoritative the parents, the greater the
benefits for adolescents in terms of improved school performance and engagement (Steinberg
et al., 1992). Observer ratings of authoritative or democratic parenting (similar to
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authoritative, but with less behavioural control) were associated concurrently with a wide
range of measures of adolescents’ competence, including maturity, resilience, optimism,
achievement motivation and social responsibility (Baumrind, 1991). In emerging adulthood,
authoritative parenting remains beneficial to emerging adults, whereas cold, punitive,
authoritarian parenting is associated with negative outcomes (Nelson et al., 2011).
Although the evidence is strong that authoritative parenting has developmental
benefits, there is very little research specifically showing links with values. As indicated
above, the interaction of parental autonomy support and involvement was associated
concurrently with autonomous values regulation among older adolescents (Hardy et al.,
2008). Undergraduate students were more likely to undertake eudaimonic (i.e., meaningbased) pursuits if they regarded their parents as both responsive and demanding (Huta, 2012).
Observer-rated authoritative parenting has also been linked longitudinally with higher levels
of moral reasoning among adolescents (Pratt, Arnold, Pratt & Diessner, 1999).
One aspect of authoritative parenting - autonomy support - has received some
research attention, particularly in relation to the priority given to different values contents.
Warm, democratic parenting which meets the child’s needs for autonomy and relatedness is
expected to strengthen intrinsic values (Kasser & Ryan, 1996). Conversely, children whose
needs are thwarted may defensively lose awareness of those needs and consequently give
priority to goals based on extrinsic values, which are “sanctioned by their peers, prompted by
popular culture, and represent visible signs of ‘worth’” (Williams, Cox, Hedberg & Deci,
2000, p. 1759). Parental autonomy support was correlated positively with intrinsic value
priority among high school students in Canada, China and the United States (Lekes et al.,
2010) and negatively with extrinsic value priority among students at one US high school
(Williams et al., 2000). Emerging adults who prioritised financial success (an extrinsic goal)
over affiliation, community feeling and self-acceptance (intrinsic goals) had mothers who
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were rated as more cold and controlling, according to self-report and interviews (Kasser,
Ryan, Zax & Sameroff, 1995). Undergraduates who reported autonomy-supportive parenting
were more involved than their peers in pro-social behaviours such as volunteering, recycling
and donating to charity (Gagne, 2003).
These cross-sectional findings are supported by a few longitudinal studies. People
who had previously experienced autonomy-supportive work or school contexts placed higher
importance on self-direction (intrinsic) versus conformity (extrinsic) values than those who
had not experienced autonomy support (Kohn et al., 1986). Parenting practices described by
mothers in interviews when their children were five years old predicted those children’s
values at age 31 (Kasser, Koestner & Lekes, 2002). Highly controlling parenting was
positively correlated with conformity values, and negatively correlated with self-direction
values, while lack of parental warmth predicted security values (Kasser et al., 2002). These
studies suggest that the availability of autonomy support and warmth in a child’s environment
may have lasting effects on his or her value priorities. In warm, democratic environments
(such as those provided by authoritative parents) intrinsic goals may be more acceptable and
more congruent with contextual demands (Kasser, Ryan, Zax & Sameroff, 1995).
Other SDT research has focused on values regulation: the level of motivation for
valued action, on the continuum from controlled (external and introjected) through to
autonomous (identified, integrated and intrinsic; Hardy et al., 2008; Ryan et al., 2008). In
theory, parental autonomy support facilitates full internalisation of values, such that children
and adolescents come to experience their own pro-social behaviour as more autonomously
motivated and less pressured by others. Under the right conditions, values become integrated
into the person’s sense of self and thereafter are enacted for their own sake, as an expression
of identity (Deci & Ryan, 1987; Sheldon, 2001). In contrast, parental psychological control
is likely to impair internalisation, leaving adolescents and emerging adults with a strong sense
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of pressure on their values. Controlling behaviour has been associated with children’s
reduced motivation and performance at school, whereas autonomy support is seen as a
particularly important way to bolster autonomous motivation (Vansteenkiste, Lens & Deci,
2006). For example, mothers’ autonomy support, rated by interviewers and observers, was
associated positively with children’s self-directed motivation for schoolwork (Grolnick &
Ryan, 1989). The link between autonomy support and autonomous motivation is supported
by numerous studies (Vansteenkiste et al., 2006), although most have focused on a limited
range of goals relevant to education. Interestingly, it is the combination of autonomy support
and behavioural control which is theorised to provide optimal support for the development of
internalised, pro-social behaviour (Grolnick & Ryan, 1989).
3.5

Hypotheses: values development and parenting styles
Based on the various approaches used in previous research, we define internalisation

of values in broad terms, encompassing changes in importance, activation and autonomy.
Among the participants in our study, we assume that internalisation occurs to the extent that
young people find values to be personally important, act on those values, feel successful in
living according to values, and perceive less pressure as values become more integrated into
the emerging sense of self. Further, we would expect to see a change in values priorities,
away from extrinsic and towards intrinsic content.
1.

Values will become increasingly important, activated and successfully
enacted, and less pressured, from Grade 12 to post-school, across all contents.

2.

On average, intrinsic values will increase in importance and success, while
extrinsic values will decrease in importance and success.

Together, the limited available evidence on values and parenting styles suggests that
the combination of autonomy support, structure and warmth offered by authoritative parents
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will be associated with greater value importance overall (Martinez & Fernando Garcia, 2007,
2008), greater priority for intrinsic values (Kasser et al., 1995, 2002), less controlled values
regulation (Hardy et al., 2008; Padilla-Walker et al., 2012b) and greater success compared
with authoritarian and permissive parents.
3.

Authoritative parenting is more likely than the other parenting styles
(authoritarian, permissive) to predict increasing importance, activity and
success and decreasing pressure across all values contents.

4.

Authoritative parenting is more likely than the other parenting styles
(authoritarian, permissive) to predict positive change in intrinsic value
importance and success from Grade 12 to post-school, over and above change
in extrinsic value importance and success.

This study used the Survey of Guiding Principles (SGP; Ciarrochi & Bailey, 2008) to
measure value importance, activation, success and pressure (see Appendices A and B for
details). Continuous measures of each parenting style were obtained from the Parental
Authority Questionnaire (PAQ; Buri, 1991). This instrument is described in Chapter 2, along
with participants, procedures and analysis methods. We therefore move straight on to
presentation of results.
3.6
3.6.1

Results
Change in values over time
Visual examination of histograms established that most variables were approximately

normally distributed, with the exception of value importance in Grade 12 and post-school,
which were somewhat negatively skewed (skewness = -1.27 and -0.77 respectively). This is
consistent with findings from other researchers (e.g., Schwarz, 1992) and to be expected,
given that values are, by definition, desirable and tend to be rated as important by most
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people. Descriptive statistics for the global indices of valuing (i.e., averaged across all values
contents) are presented in Table 3. Changes in the study variables over time were examined
using paired-samples t-tests. Perceived pressure on values decreased significantly from
Grade 12 to post-school, t(188) = 3.38, p<.01. There was no significant change in
importance, t(190) = -1.01, p>.05, activity, t(191) = 1.40, p>.05, or success, t(187) = -0.98,
p>.05. Independent samples t-tests, with Bonferroni adjustment for multiple tests, were
conducted to check for gender differences and no differences in values scores were found.
Table 3
Descriptive statistics for the full sample and separately by gender: Grade 12 and post-school global
indices of valuing
Variable

Full sample

Importance of values
Grade 12
Post-school
Social pressure on values
Grade 12
Post-school
Count of activated values
Grade 12
Post-school
Successful enactment
Grade 12
Post-school

Boys

Girls

Gender difference

Observed
range

Mean (SD)

Mean (SD)

t (df)

N

Mean (SD)

Scale
range

243
291

6.74 (0.97)
6.83 (0.87)

1-9
1-9

1.0-8.7
3.6-8.7

6.70 (1.10)
6.68 (0.98)

6.77 (0.86)
6.94 (0.77)

-0.54 (240)
-2.48 (222)

243
289

4.79 (1.70)
4.33 (1.75)

1-9
1-9

1.0-8.9
1.0-8.1

4.80 (1.88)
4.35 (1.80)

4.80 (1.54)
4.31 (1.71)

0.00 (198)
0.18 (287)

243
292

46.90 (6.24)
46.55 (6.87)

0-52
0-52

1.0-51.0
1.0-51.0

46.87 (7.82)
47.02 (5.09)

46.90 (5.41)
46.22 (7.90)

-0.04 (240)
0.97 (290)

242
289

3.20 (0.59)
3.20 (0.59)

1-5
1-5

1.9-4.8
1.1-5.0

3.19 (0.63)
3.21 (0.59)

3.21 (0.55)
3.20 (0.58)

-0.34 (239)
0.24 (287)

Note. Gender differences were non-significant.

Values items were assigned to intrinsic and extrinsic categories, as described in
Chapter 2. The 27 items that did not fit either category were omitted from the analyses
involving intrinsic and extrinsic values dimensions. As there are unequal numbers of
intrinsic and extrinsic values items, the activity count variable was not used in these analyses.
Table 4 shows that means for intrinsic values dimensions were consistently higher than those

for the corresponding extrinsic dimensions measured at the same time: Grade 12 importance,
t(242) = 14.08; pressure, t(242) = 3.96; success, t(240) = 12.64; post-school importance,
t(289) = 18.62; pressure, t(288) = 2.89; success, t(287) = 14.82; all p values less than p=.008
(Bonferroni-adjusted alpha for six comparisons). On average, intrinsic values were rated as
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more important by girls than by boys (in the post-school measure only; p=.000, Bonferroni
adjusted α = .004). There were no other gender differences in intrinsic or extrinsic values
dimensions.

Table 4
Descriptive statistics for intrinsic and extrinsic values for the full sample and separately by gender:
Grade 12 and post-school
Variable

Full sample

Intrinsic importance
Grade 12
Post-school
Intrinsic pressure
Grade 12
Post-school
Intrinsic success
Grade 12
Post-school
Extrinsic importance
Grade 12
Post-school
Extrinsic pressure
Grade 12
Post-school
Extrinsic success
Grade 12
Post-school

Boys

Girls

Gender difference

Observed
range

Mean (SD)

Mean (SD)

t (df)

N

Mean (SD)

Scale
range

243
291

7.24 (1.05)
7.36 (0.92)

1-9
1-9

1.0-8.84
3.58-8.95

7.08 (1.16)
7.08 (1.03)

7.36 (0.94)
7.55 (0.78)

-2.05 (240)
-4.22 (215.37)*

243
289

5.12 (1.82)
4.64 (1.82)

1-9
1-9

1.00-8.95
1.00-8.63

5.02 (2.00)
4.60 (1.91)

5.22 (1.66)
4.67 (1.87)

-0.84 (200.64)
-0.34 (287)

242
289

3.41 (0.61)
3.43 (0.60)

1-5
1-5

2.00-4.89
1.26-5.00

3.34 (0.62)
3.40 (0.63)

3.45 (0.60)
3.45 (0.59)

-1.41 (239)
-0.73 (287)

243
290

6.15 (1.27)
6.27 (1.16)

1-9
1-9

1.00-9.00
2.50-9.00

6.23 (1.36)
6.21 (1.28)

6.09 (1.19)
6.32 (1.08)

0.88 (240)
-0.80 (288)

243
289

4.84 (1.89)
4.45 (2.01)

1-9
1-9

1.00-9.00
1.00-9.00

4.94 (2.02)
4.47 (2.10)

4.78 (1.78)
4.43 (1.96)

0.70 (240)
0.17 (287)

241
288

2.95 (0.74)
2.92 (0.74)

1-5
1-5

1.25-5.00
1.17-5.00

2.95 (0.75)
3.00 (0.76)

2.95 (0.74)
2.86 (0.72)

0.02 (238)
1.56 (286)

* p< .05 **p<.01 ***p<.001

Intrinsic pressure decreased significantly over time, t(188) = 3.47, p=.001; change in
extrinsic pressure was marginally non-significant, t(188) = 2.45, p=.01, Bonferroni adjusted α
= .008). There were no other significant changes in intrinsic or extrinsic values dimensions
over time.
We also conducted analyses using seven values types derived from a hierarchical
cluster analysis of the SGP (see Appendix B). Based on the analyses and previous theoretical
and empirical work, SGP items were assigned to seven clusters: power/sex;
stimulation/pleasure; physical health; creativity/self-expression; pro-social; faith/tradition;
and order. Unlike the intrinsic and extrinsic variables, these seven types covered the whole
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content of the SGP. The use of these types facilitated a more detailed and comprehensive
look at change in values contents. Descriptive statistics are presented in Table 5.
Table 5
Mean scores for SGP values types, Grade 12 and post-school
Values type

Pro-social
Stimulation & pleasure
Physical health
Creativity & self-expression
Order
Faith & tradition
Power & sex
F
df
Partial η2 (lower-bound)

Importance

Pressure

Gr12
M (SD)
7.44
(1.18)
7.27
(1.25)
6.70
(1.66)
6.37
(1.48)
6.10
(1.45)
5.71
(1.84)
5.60
(1.52)

Post
M (SD)
7.54
(0.89)
7.26
(1.14)
6.75
(1.55)
6.30
(1.38)
6.21
(1.35)
5.64
(1.75)
5.83
(1.44)

Gr12
M (SD)
5.29
(1.86)
4.61
(2.22)
5.67
(2.04)
3.76
(1.73)
4.32
(1.87)
4.61
(2.07)
4.62
(1.95)

Post
M (SD)
4.80
(1.84)
4.20
(2.16)
5.44
(2.35)
3.36
(1.66)
3.94
(2.00)
3.73
(2.01)
4.32
(2.18)

96.30**
4.63,
1121.96
0.17

123.52**
4.48,
1295.79
0.19

63.76**
4.95,
1199.21
0.07

91.42**
4.82,
1389.17
0.09

t (df)
-1.33
(190)
0.09
(190)
-0.47
(190)
0.71
(190)
-1.03
(189)
0.64
(190)
-2.41
(190)

Success
t (df)
3.23*
(188)
2.55
(188)
1.28
(188)
2.87*
(188)
2.28
(188)
4.76*
(188)
1.88
(188)

Gr12
M (SD)
3.44
(0.63)
3.17
(0.89)
2.95
(1.13)
3.04
(0.83)
2.90
(0.80)
2.82
(0.92)
2.73
(0.80)

Post
M (SD)
3.49
(0.61)
3.24
(0.87)
3.00
(1.04)
2.99
(0.71)
3.08
(0.74)
2.70
(0.89)
2.85
(0.78)

29.02**
4.74,
1062.33
0.06

48.02**
4.87,
1329.06
0.08

t (df)
-1.08
(187)
-0.94
(187)
-0.66
(184)
0.98
(187)
-2.91*
(181)
1.42
(178)
-1.87
(180)

Note. Gr12 = Grade 12, Post = post-school. * indicates significant difference between Grade 12 and post-school,
Bonferroni-adjusted α < .007. ** indicates significant difference among types (i.e., column means), p < .001.

Paired t-tests were conducted to examine changes in values types over time. There
were no significant changes in importance for any of the values types. Success ratings for
order increased significantly from Grade 12 to post-school. Creativity, pro-social and faith
values became less pressured.
One-way repeated measures analysis of variance (ANOVA) was used to compare
means for the seven values types within each time period and value dimension. Assumption
testing indicated that types varied in their distributions. Some were affected by skewness and
kurtosis, others were approximately normally distributed. Non-normal distributions were
mainly a problem with some of the importance measures. For the sake of consistency,
parametric tests were used across all values types. Assumptions of homogeneity of variance
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were met (Fmax varied from 1.53 to 3.43). As Maunchly’s Test of Sphericity was significant
in each analysis, the Huynh-Feldt correction was used for the F-tests. All were significant,
indicating that types varied, but effect sizes were small (see lowest three rows of Table 5).
Pairwise comparisons (with Bonferroni adjustments for multiple tests) showed that in
both years, pro-social and stimulation values received similar importance ratings, and both
were rated more highly than other values, while faith and power were rated as least
important. Creativity and order values had similar ratings for importance, differing
significantly from all other values. Health values were most pressured in both years,
followed by (and significantly different from) pro-social values. Creativity values were less
pressured than all other values. Power and stimulation were rated similarly, with moderate
levels of pressure in both years. Finally, pro-social values had the highest levels of reported
success, followed by stimulation values. These were significantly different from each other,
and from all other values, in both years. The least successful values at Time 1 were power,
faith, health and order, which all had similar ratings. At Time 2, power, faith and health were
again the least successful values.
In Grade 12, power values were rated as higher in importance for boys (M = 6.01, SD
= 1.46) than girls (M = 5.42, SD = 1.51; t (240) = 3.03, p = .003). By the post-school
measure, this difference had reduced to non-significance. Post-school, girls gave higher
importance scores to creativity (M = 6.50, SD = 1.30) and pro-social (M = 7.80, SD = 0.74)
values than did boys (creativity M = 6.06, SD = 1.31, t (289) = -2.80, p = .005; pro-social M
= 7.23, SD = 1.07, t(202.57) = -5.04, p = .000). There were no significant gender differences
in mean pressure for values types in either year. Success ratings were similar for boys and
girls in Grade 12. In the post-school measure, boys rated their success at health values (M =
3.25, SD = 1.06) significantly higher than girls did (M = 2.79, SD = 1.06, t(285) = 3.65, p =
.000).
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3.6.2

Parenting styles and global indices of valuing
Descriptive statistics for the three parenting styles are presented in Table 6. Changes

in parenting over time were examined using paired-samples t-tests. Between Grade 7 and
Grade 12, perceived parenting became less authoritative, t(374) = 5.435, p<.001, and less
authoritarian, t(374) = 2.42, p<.05, while permissiveness increased on average, t(374) = 3.00, p<.01. Independent samples t-tests, with Bonferroni adjustment for multiple tests, were
conducted and no gender differences in parenting styles were found. Because we also found
no gender differences in mean values dimensions and gender differences across different
values contents were minimal and inconsistent over time, all subsequent analyses were
conducted for the whole group.
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Table 6
Descriptive statistics for the full sample and separately by gender: Grades 7 and 12 parenting styles
Variable

Full sample

Authoritative parenting
Grade 7
Grade 12
Authoritarian parenting
Grade 7
Grade 12
Permissive parenting
Grade 7
Grade 12

Boys

Girls

Gender difference

Observed
range

Mean (SD)

Mean (SD)

t (df)

N

Mean (SD)

Scale
range

749
468

3.57 (0.64)
3.41 (0.69)

1-5
1-5

1.0-5.0
1.0-5.0

3.51 (0.64)
3.37 (0.72)

3.62 (0.64)
3.45 (0.67)

-2.29 (747)
-1.39 (466)

749
468

2.95 (0.71)
2.84 (0.68)

1-5
1-5

1.0-5.0
1.0-5.0

2.99 (0.68)
2.89 (0.66)

2.92 (0.73)
2.80 (0.69)

1.23 (744)
1.56 (466)

749
468

2.68 (0.60)
2.79 (0.60)

1-5
1-5

1.0-4.3
1.0-5.0

2.71 (0.60)
2.85 (0.62)

2.64 (0.61)
2.73 (0.56)

1.63 (747)
2.28 (466)

Note. Gender differences were non-significant.

Correlations among the perceived parenting styles and mean values dimensions (that
is, values averaged over all contents) are shown in Table 7. Success was positively associated
with importance, indicating that participants who rated many values as highly important were
most likely to feel successful at living according to their values. Success was not, however,
correlated with pressure; those who felt strong social pressure on their values were no more
or less likely to succeed than those who felt less pressured. Authoritative parenting in Grade
7 was positively correlated with post-school importance and success. Authoritative parenting
in Grade 12 was positively correlated with Grade 12 and post-school importance, post-school
success and post-school activity and negatively correlated with post-school pressure.
Authoritarian parenting in Grade 12 was positively correlated with post- school pressure.
Permissive parenting was negatively correlated with authoritarian parenting, but was not
linked with any of the mean values dimensions.
To examine longitudinal links between perceived parenting styles and internalisation
of values, a series of multiple regression analyses were conducted. We carried out separate
analyses for each of the post-school values dimensions (importance, activity, pressure and
success) and for each occasion when parenting data were collected (Grade 7, Grade 12),
giving a total of eight analyses. The corresponding values dimension in Grade 12 was
entered first, followed by the three parenting styles entered together. In this way, we tested
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the unique contribution of each parenting style to post-school values, controlling for the other
two parenting styles. Because we have also controlled for Grade 12 values, we are predicting
residualised change in values over time. Results are presented in Table 8. In each equation,
the best predictor of the post-school values dimension was the same values dimension
measured in Grade 12. Post-school value importance was positively predicted by
authoritative parenting (Grade 7 and Grade 12), while the negative association between this
values dimension and permissive parenting (Grade 12) was marginally non-significant. Postschool activity was not predicted by any of the parenting styles measures, although the
association with authoritative parenting (Grade 12) approached significance. Similarly, postschool pressure was not predicted by parenting styles, although Grade 12 authoritative and
authoritarian parenting had marginally non-significant associations (negative and positive,
respectively) with this values dimension. Post-school success was uniquely predicted by
authoritative parenting (Grade 7 and Grade 12).
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Table 7
Correlations (Pearson’s r) among overall values dimensions and parenting styles
Variable

1

2

3

4

5

6

7

8

9

10

11

12

13

1. Importance Gr12
2. Importance post-school
3. Activity Gr12
4. Activity post-school
5. Pressure Gr12
6. Pressure post-school
7. Success Gr12
8. Success post-school
9. Authoritative parenting Gr7
10. Authoritative parenting Gr12
11. Authoritarian parenting Gr7
12. Authoritarian parenting Gr12
13. Permissive parenting Gr7
14. Permissive parenting Gr12

.54***
.50***
.15*
.10
.00
.48***
.26***
.12
.32***
-.03
.03
-.10
-.06

.29***
.23***
.08
.06
.26***
.44***
.25***
.38***
.03
-.01
-.12
-.09

.33***
.27***
.08
.06
.02
.02
.10
-.05
-.01
-.03
.11

.09
.14*
.06
.05
.02
.14*
-.01
-.00
.08
-.00

.42***
-.05
-.03
.00
-.06
-.09
.04
-.02
.09

-.03
-.08
-.02
-.15*
-.04
.16*
.02
.09

.49***
.07
.29***
-.02
.03
-.11
-.05

.17**
.32***
-.04
-.10
-.10
.00

.33***
.21***
-.02
-.08
-.09

-.03
-.06
-.02
.06

.32***
-.19***
-.10*

-.10*
-.30***

.27***

* p< .05 **p<.01 ***p<.001
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Table 8
Multiple regression analyses predicting residual change in values from parenting styles
Criterion

Predictors

b

SE b

Constant
Importance: grade 12
Authoritative parenting: grade 7
Authoritarian parenting: grade 7
Permissive parenting: grade 7

3.62
0.40
0.29
-0.04
-0.16

0.63
0.05
0.93
0.08
0.10

Constant
Importance: grade 12
Authoritative parenting: grade 12
Authoritarian parenting: grade 12
Permissive parenting: grade 12

3.82
0.40
0.24
-0.00
-0.16

0.56
0.06
0.08
0.08
0.09

Constant
Activity: grade 12
Authoritative parenting: grade 7
Authoritarian parenting: grade 7
Permissive parenting: grade 7

21.04
0.37
0.91
0.21
1.40

7.19
0.09
1.01
0.90
1.09

Constant
Activity: grade 12
Authoritative parenting: grade 12
Authoritarian parenting: grade 12
Permissive parenting: grade 12

26.81
0.36
1.51
-0.13
-0.80

6.42
0.09
0.85
0.90
1.04

Constant
Pressure: grade 12
Authoritative parenting: grade 7
Authoritarian parenting: grade 7
Permissive parenting: grade 7

1.61
0.46
-0.23
0.20
0.28

1.20
0.08
0.20
0.19
0.22

Constant
Pressure: grade 12
Authoritative parenting: grade 12
Authoritarian parenting: grade 12
Permissive parenting: grade 12

1.92
0.41
-0.28
0.31
0.20

1.08
0.07
0.17
0.18
0.21

Constant
Success: grade 12
Authoritative parenting: grade 7
Authoritarian parenting: grade 7
Permissive parenting: grade 7

1.54
0.43
0.15
-0.06
-0.03

0.42
0.07
0.07
0.06
0.07

Constant
Success: grade 12
Authoritative parenting: grade 12
Authoritarian parenting: grade 12
Permissive parenting: grade 12

1.79
0.45
0.13
-0.08
-0.08

0.37
0.07
0.06
0.06
0.06

β

Importance: post-school

R2
.32***

0.48***
0.21**
-0.04
-0.11

Importance: post-school

.34***
0.47***
0.20**
-0.00
-0.11+

Activity: post-school

.10**
0.30***
0.07
0.02
0.10

Activity: post-school

.11**
0.29***
0.13+
-0.01
-0.06

Pressure: post-school

.20***
0.44***
-0.08
0.08
0.09

Pressure: post-school

.21***
0.41***
-0.12+
0.13+
0.07

Success: post-school

.24***
0.44***
0.17*
-0.08
-0.03

Success: post-school

.29***
0.45***
0.16*
-0.10
-0.08

+p<.10 * p< .05 **p<.01 ***p<.001
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3.6.3

Parenting styles and intrinsic versus extrinsic values
Correlations between the three perceived parenting styles and values contents

classified as either intrinsic or extrinsic are shown in Table 9. Importance was positively
correlated with success, both within and across the intrinsic/extrinsic content distinction.
Extrinsic pressure was positively associated with extrinsic importance in both years.
Authoritative parenting in Grade 7 was correlated with post-school intrinsic importance and
success, while authoritative parenting in Grade 12 was correlated with intrinsic and extrinsic
value importance and success in Grade 12 and post-school. Post-school intrinsic pressure
was negatively correlated with Grade 12 authoritative parenting, while post-school extrinsic
pressure was positively correlated with Grade 12 authoritarian parenting. Permissive
parenting was negatively correlated with post-school intrinsic importance and success.
The main intrinsic/extrinsic analyses for Hypothesis 4 focused on relationships
identified as significant in the correlation analysis. SEM was used to test six models: three
for authoritative parenting, one for authoritarian parenting, and two for permissive parenting.
In each one, change in intrinsic values from Grade 12 to post-school was predicted from
Grade 7 and Grade 12 parenting, controlling for change in the corresponding extrinsic values
dimension. There are two types of change captured in the SEM. First, the link between
parenting in Grade 12 and valuing at post-school represents residualised change, since
baseline valuing (Grade 12) was controlled for. Second, Grade 12 parenting represents a
residualised change in parenting style, given we controlled for the same measure of parenting
from Grade 7.
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Table 9
Correlations (Pearson’s r) among parenting styles and intrinsic/extrinsic values dimensions
Variable
1. Intrinsic importance Gr12
2. Intrinsic importance post-school
3. Intrinsic pressure Gr12
4. Intrinsic pressure post-school
5. Intrinsic success Gr12
6. Intrinsic success post-school
7. Extrinsic importance Gr12
8. Extrinsic importance post-school
9. Extrinsic pressure Gr12
10. Extrinsic pressure post-school
11. Extrinsic success Gr12
12. Extrinsic success post-school
13. Authoritative parenting Gr7
14. Authoritative parenting Gr12
15. Authoritarian parenting Gr7
16. Authoritarian parenting Gr12
17. Permissive parenting Gr7
18. Permissive parenting Gr12

1

2

3

4

5

6

7

8

9

10

11

12

13

14

15

16

17

.55***
.10
-.02
.52***
.31***
.47***
.19**
.06
-.03
.21**
.06
.09
.32***
-.07
.03
-.09
-.08

.09
-.00
.33***
.52***
.27***
.55***
.08
.03
.07
.20**
.21**
.38***
-.03
-.09
-.13*
-.11

.37***
.03
.00
.20**
.12
.83**
.30***
.00
.05
.01
-.02
-.07
.06
-.01
.07

.00
-.03
.08
.11
.34***
.85***
-.08
-.09
-.05
-.15*
-.04
.12
.02
.09

.48***
.26***
.11
-.06
-.06
.66***
.34***
.13
.28***
-.04
.04
-.10
-.07

.24**
.26***
-.01
-.06
.32**
.63***
.17**
.34***
-.03
-.12
-.13*
.02

.54***
.24***
.19**
.32***
.11
.17*
.31***
.04
.13
-.09
-.02

.22**
.24***
.13
.19**
.11
.26***
.11
.10
-.06
-.01

.38***
-.01
.02
.07
-.03
-.07
.05
-.05
.11

-.07
-.07
.02
-.13
-.03
.22**
.00
.02

.40***
.03
.32***
-.05
.02
-.05
.01

.10
.27***
-.07
-.03
-.08
-.05

.33***
.21***
-.02
-.08
-.09

-.03
-.06
-.02
.06

.32***
-.19*** -.10*
-.10*
-.30*** .27***

* p< .05 **p<.01 ***p<.001
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Figure 2 shows that Grade 7 and Grade 12 authoritative parenting both

predicted increased intrinsic importance post-school, controlling for extrinsic
importance. Increases in authoritative parenting style from Grade 7 to Grade 12
predicted increasing importance of intrinsic values in emerging adulthood, over and
above the change in extrinsic importance. To check whether the paths from Grade 12
authoritative parenting to intrinsic and extrinsic importance differed significantly, the
model was run again with these paths assigned the same regression weights. This did
not reduce model fit (Chi-square = 0, df = 1, p = 0.95) indicating the path from Grade
12 authoritative parenting to intrinsic importance was not stronger than the path to
extrinsic importance. When paths from Grade 7 authoritative parenting to post-school
intrinsic and extrinsic importance were held constant, the model fit was reduced,
although marginally non-significant (Chi-square = 3.8, df = 1, p = .051).
Figure 3 shows that authoritative parenting in Grade 12 predicted change in

intrinsic success post-school, controlling for change in extrinsic success. Increases in
authoritative parenting contributed to change in intrinsic success over and above the
change in extrinsic success over the same time period. Again, differences between the
intrinsic and extrinsic paths were tested by running the model again with the same
regression weights for both paths, and again they did not differ significantly (Chisquare = 0.2, df = 1, p = 0.65). The third model (not illustrated) found that
increasingly authoritative parenting predicted decreases in both intrinsic and extrinsic
pressure post-school, standardised path coefficients both -0.14, ps<.05.
Figure 4 shows a fourth model in which increasingly authoritarian parenting

predicts increasing pressure on extrinsic values. Change in intrinsic pressure was
marginally non-significant, p=.08. Assigning the same regression weights to the
intrinsic and extrinsic paths resulted in a reduction in model fit (Chi-square = 9.99, df
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= 1, p = .002) indicating that the extrinsic path was significantly stronger than the
intrinsic path. Finally, two models (not illustrated) were run to examine permissive
parenting and values. No significant relationships were found. Change in permissive
parenting did not predict change in intrinsic importance or success, controlling for
change in extrinsic importance or success, respectively.

.18**

Gr12
extrinsic
importance

.54***

Post-school
extrinsic
importance

.13
Gr7
authoritative
parenting

.38***

Gr12
authoritative
parenting
.14*

.08

Gr12
intrinsic
importance

.17**

.47***

Post-school
intrinsic
importance

Figure 2
Standardised path coefficients for change in intrinsic value importance with increasing
authoritative parenting, controlling for change in extrinsic value importance.
Note: *p<.05, **p<.01, ***p<.001. Correlated disturbances and most non-significant paths
have been omitted for clarity of presentation but all paths were estimated and controlled for
in the model (e.g., Gr12 extrinsic importance to post-school intrinsic importance).
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Gr12
extrinsic
success

.32***

Post-school
extrinsic
success

.03
.12
Gr7
authoritative
parenting

.37***

Gr12
authoritative
parenting
.18**

.12
Gr12
intrinsic
success

.43***

Post-school
intrinsic
success

Figure 3
Standardised path coefficients for change in intrinsic value success with increasing
authoritative parenting, controlling for change in extrinsic value success.
Note: *p<.05, **p<.01, ***p<.001. Correlated disturbances and most non-significant paths
have been omitted for clarity of presentation but all paths were estimated and controlled for
in the model (e.g., Gr12 extrinsic success to post-school intrinsic success).

Gr12
extrinsic
pressure

.35**

Post-school
extrinsic
pressure

-.05
.22***
Gr7
authoritarian
parenting

.35***

Gr12
authoritarian
parenting
.12

-.06
Gr12
intrinsic
pressure

.33**

Post-school
intrinsic
pressure

Figure 4
Standardised path coefficients for change in intrinsic and extrinsic pressure with increasing
authoritarian parenting.
Note: *p<.05, **p<.01, ***p<.001. Correlated disturbances and most non-significant paths
have been omitted for clarity of presentation but all paths were estimated and controlled for
in the model (e.g., Gr12 extrinsic pressure to post-school intrinsic pressure).
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3.6.4

Parenting styles and values types
Finally, each perceived parenting style was correlated with the seven values

types generated via hierarchical cluster analysis of the SGP (see Appendix B for
details). This enabled us to use the full content of the SGP, including the 27 items
excluded from the intrinsic/extrinsic analyses, and to look at specific values contents
in more detail. Results are presented in Table 10.
Participants who reported more authoritative parenting in Grade 7 had higher
post-school importance and success ratings for pro-social and order values. They also
reported greater success in enacting pro-social values during Grade 12, and placed
greater importance on stimulation and creativity values post-school. Authoritative
parenting in Grade 12 was associated with greater post-school importance for all
values except power, and with greater post-school success for all values including
power. It was also correlated positively with Grade 12 importance and success for
most values, and negatively with post-school pressure on pro-social, power,
stimulation and health values.
Perceived authoritarian parenting in Grade 7 was correlated negatively with
success for power values in both Grade 12 and post-school. Authoritarian parenting
in Grade 12 was associated with greater pressure for four values: pro-social, faith,
order and power. It was also linked with lower reported success for
stimulation/pleasure values at the post-school measure.
Participants who reported more permissive parenting in Grade 7 had lower
post-school importance and success ratings for pro-social values. Perceived
permissive parenting in Grade 7 and Grade 12 was associated with lower importance
for order values and higher pressure on stimulation values at the post-school measure.
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Table 10
Correlations (Pearson’s r) between parenting styles and values types
Cluster of SGP items

Authoritative parenting

Authoritarian parenting

Permissive parenting

Grade 7

Grade 12

Grade 7

Grade 12

Grade 7

Grade 12

.13
.06
.06
-.01
-.06
.06

.16*
.12
-.05
-.20**
.23**
.20**

-.05
.07
-.08
-.05
-.16*
-.14*

.10
.11
.06
.18**
.04
-.05

-.02
-.01
-.04
.07
-.04
-.08

.04
.07
.09
.10
.05
.01

.00
.10
-.05
-.02
.06
.01

.23**
.29***
-.07
-.14*
.19**
.16*

-.08
-.07
-.04
-.11
-.08
-.08

.08
-.06
.10
.06
.00
-.11

-.07
-.03
-.03
.08
-.03
-.05

-.12
-.04
.00
.11
-.05
.05

Stimulation & pleasure
Importance Gr12
Importance post-school
Pressure Gr12
Pressure post-school
Success Gr12
Success post-school

.11
.20**
.03
-.03
.09
.13

.13
.15*
-.09
-.16*
.20**
.15*

-.08
.00
-.01
-.13
-.10
-.08

.04
-.03
.01
.04
-.13
-.17*

.05
.005
.00
.14*
-.05
.01

-.08
.01
.14*
.14*
.01
.07

Creativity & self-expression
Importance Gr12
Importance post-school
Pressure Gr12
Pressure post-school
Success Gr12
Success post-school

.04
.15*
-.06
-.06
-.05
.12

.11
.19**
-.07
-.10
.10
.22**

-.06
.04
-.06
-.09
.03
-.02

.00
-.01
.04
.13
.10
-.08

-.04
-.07
-.03
.05
-.05
-.03

-.02
-.03
.07
.12
-.05
.09

.11
.26***
.02
-.02
.14*
.21**

.32***
.39***
-.01
-.14*
.31***
.35***

-.04
.00
-.01
.01
.01
-.01

.01
-.07
.04
.15*
.03
-.12

-.09
-.14*
-.02
-.03
-.12
-.13*

-.08
-.14*
.09
.06
-.05
-.03

.09
.12
-.03
.00
.08
.08

.35***
.33***
-.01
-.05
.21**
.24***

.04
.03
-.06
-.02
.05
-.02

-.09
-.00
-.01
.15*
.01
.04

-.13
-.08
-.01
.04
-.04
-.07

-.09
-.08
.03
.04
-.02
-.09

.08
.17**
-.03
.02
-.03
.14*

.20**
.25***
-.13
-.09
.17*
.16*

.12
.04
-.13
.05
.10
.06

.03
.08
.01
.18**
.07
.04

-.17*
-.17*
.01
-.09
-.17*
-.12

.05
-.13*
.06
.05
-.03
-.08

Power & sex
Importance Gr12
Importance post-school
Pressure Gr12
Pressure post-school
Success Gr12
Success post-school
Physical health
Importance Gr12
Importance post-school
Pressure Gr12
Pressure post-school
Success Gr12
Success post-school

Pro-social
Importance Gr12
Importance post-school
Pressure Gr12
Pressure post-school
Success Gr12
Success post-school
Faith & tradition
Importance Gr12
Importance post-school
Pressure Gr12
Pressure post-school
Success Gr12
Success post-school
Order
Importance Gr12
Importance post-school
Pressure Gr12
Pressure post-school
Success Gr12
Success post-school

Note. Ns vary from 196 to 235. * p< .05 **p<.01 ***p<.001
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3.7

Discussion
Internalisation of values by children and adolescents is seen as an important

basis for self-regulation and pro-social behaviour (Gagne, 2003; Grusec & Goodnow,
1994). Transmission of values from parents to children is theorised to occur through
the training of three types of rule-governed behaviours: pliance, tracking and
augmenting (Hayes et al., 1998). Pliance requires socially mediated reinforcement,
delivered by the caregiver and other adults; tracking requires opportunities to interact
with the environment and experience direct contingencies. Finally, augmenting arises
when verbal relations between a given type of behaviour and desirable, abstract
consequences are trained. When this happens, the function of the behaviour is
transformed and it takes on some of the rewarding qualities of the consequences
(Coyne, McHugh & Martinez, 2011). We hypothesised that values would become
more internalised and values priorities would change during the key transition period
from high school to early adulthood. Further, we hypothesised that some parenting
practices would be more effective than others in facilitating values development in
late adolescence and emerging adulthood. To test these hypotheses, we examined
longitudinal relationships between perceived parenting styles and the internalisation
of values, defined in this study as changes in value importance, activity, pressure and
success over a one-year period.
Our first two hypotheses concerned change in values over time. Contrary to
expectations, we found no increase in value importance from Grade 12 to post-school
measures. This was true when considering all values together, dividing values into
intrinsic versus extrinsic categories, and examining seven distinct types of values
contents. Similarly, there was no significant change in success overall, or for intrinsic
or extrinsic categories, although an increase in success was observed for one type of
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values: order. This may reflect the fact that at the post-school measure many
participants were working either full-time or part-time and had developed skills and
taken on responsibilities relevant to this vocational value. Values as a whole did not
become more activated in the year following high school. There was, however, a
significant reduction in pressure, both overall and for intrinsic contents in particular.
Specifically, faith and pro-social values became less pressured, as did creativity
values.
Based on the limited research evidence to date, we had expected to see
increasing importance for all values and particularly for intrinsic ones (e.g., Sheldon,
2005). Emerging adulthood is said to involve a move away from a focus on the self
and towards intimate, inter-personal relationships and connection with the broader
community (Arnett, 2000). Nevertheless, one previous study has found that values
overall decline in importance during the first years of emerging adulthood,
presumably due to the process of values selection (Roberts et al., 2004). As young
people discard or de-emphasise less personally relevant values and focus in on what is
most important to them, average importance across all values might actually fall
(Roberts et al., 2004). Further work is needed to determine normative patterns of
change in values importance in this age group. Although their ratings for importance,
success and activation remained stable, the participants in our study did feel less
pressure on their values in the year following high school. This is consistent with the
idea that they experienced greater freedom to choose and act upon the values most
important to them personally.
Although pro-social values reduced in pressure, they remained the secondmost pressured type of values and also had the highest level of reported success. In
contrast, faith values were among the least successful in both years. The post-school
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drop in pressure on faith values is understandable, given that participants were no
longer obliged to attend religious services as part of their schooling. Creativity values
were the least pressured of all values types in both years, yet still recorded a drop in
pressure post-school, perhaps suggesting a move back towards joy in learning and
self-expression once final high school exams were out of the way. This combination
of findings for specific types of values suggests no consistent relationship between
how pressured people feel regarding certain values and how successfully they are
enacted, confirmed by the lack of correlation between overall success and pressure
across all values contents. We discuss this unexpected finding in relation to wellbeing in Chapter 4.
Although there were no average changes in value importance or success for
the group as a whole, some participants did report increasing levels of these two
values dimensions. Specifically, values were more likely to be internalised among
those participants who reported the most authoritative parenting. Multiple regression
analyses showed that authoritative parenting made unique contributions to the
development of post-school value importance and success. As Grade 12 values were
controlled for, the criterion variables represent increases in importance and success
over time. Associations between authoritarian parenting and (higher) pressure, and
between permissive parenting and (lower) importance, were in the expected directions
but marginally non-significant. As far as we are aware, this is a novel finding, as we
were unable to find any previous research employing measures of value importance
and successful enactment across all types of values contents. It suggests that young
people who have experienced a responsive, structured and autonomy-supportive
family environment will find values to be increasingly important, and be increasingly
successful at enacting them.
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We also found differential associations between perceived parenting styles and
particular values contents. SEM analyses showed that increasingly authoritative
parenting during high school predicted increasing importance and successful
enactment of intrinsic values in emerging adulthood. Further modelling showed that
paths from Grade 12 authoritative parenting to post-school importance and success
did not differ significantly between intrinsic and extrinsic contents. In other words,
this type of parenting appears to promote internalisation of both types of values.
However, Grade 7 authoritative parenting remained a unique predictor of post-school
intrinsic (but not extrinsic) importance. Interestingly, Grade 7 authoritative parenting
predicted increasing importance of intrinsic values in emerging adulthood even after
controlling for Grade 12 parenting. This means that if two adolescents had equally
positive, authoritative parenting experiences in Grade 12, then the adolescent who had
experienced the more authoritative parenting in Grade 7 would be expected to develop
more strongly held intrinsic values in emerging adulthood. Both Grade 7 and Grade
12 authoritative parenting contributed uniquely to value development. Positive
correlations with importance and success were seen for most of the seven values
types, both in Grade 12 and post-school.
Increasingly authoritarian parenting predicted an increasing sense of pressure,
particularly on extrinsic values. This is consistent with an earlier study that found
high levels of parental structure were associated with controlled values regulation
(Hardy et al., 2008). Conversely, parenting that became more authoritative over time
predicted a reduced sense of pressure over both intrinsic and extrinsic values.
Excessive control may undermine a child’s sense of autonomy and inhibit
internalisation of values (Grusec & Davidov, 2010). In RFT terms, excessive
structure and monitoring may limit an adolescent’s opportunity to contact real
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environmental consequences (tracking) or to act on his or her own values
(augmenting). Across cultures, adolescents are less inclined with increasing age to
believe their parents have legitimate authority and must be obeyed (Helwig, 2006).
Healthy development will be promoted by parents’ relinquishing some control as
adolescents’ capabilities expand (Eccles et al., 1993).
In previous studies, adolescents with authoritarian parents regarded values as
relatively unimportant compared to adolescents with authoritative or permissive
parents (Martinez & Fernando Garcia, 2007, 2008). In our sample, however,
adolescents with authoritarian parents were as capable as their peers of identifying
and acting upon most types of values, despite feeling greater pressure. We also did
not find specific deficits in pro-social values, contrary to earlier findings that lack of
parental warmth predicted lower benevolence values (Aluja et al., 2005). Children of
authoritarian parents were, however, less likely than their peers to take valued action
in two specific areas: power and stimulation/pleasure values. These deficits suggests
greater “dispositional compliance” (Baumrind, 2012) and are consistent with an
earlier study with the same sample that found lower psychological flexibility earlier in
high school was associated with perceived authoritarian parenting (Williams et al.,
2012). Power values serve personal desires and ambitions which, if consistently
thwarted, may lead to withdrawal of investment in relationships (Schwartz & Bardi,
2001). Stimulation/pleasure values were second only to pro-social values in
importance and success among our participants on average. Achievement of
developmentally normative values and goals may be important for adjustment
(Salmela-Aro, 2009).
Permissive parenting increased on average in our sample from the first to the
final year of high school. We found relationships with some values types. Grade 7
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permissive parenting was correlated with lower importance and success ratings for
pro-social values in early adulthood, seven years later. Participants who experienced
permissive parenting in either Grade 7 or Grade 12 (or both) placed lower importance
on order (vocational) values post-school, and also had higher pressure on
stimulation/pleasure values at that time. This pattern of relationships with specific
types of values supports the theory that children with permissive parents lack
sufficient guidance and a clear understanding of expectations for social behaviour and
achievement (Shumow, Vandell & Posner, 1998). Our findings echo those from
earlier studies which identified subtle and specific deficits among young people with
permissive parents, including mildly deviant behaviour, but not serious delinquency
(Baumrind, 1991; Lamborn et al., 1991) and lower academic motivation (Ginsburg &
Bronstein, 1993). Adolescents who experienced permissive parenting were, however,
no less self-confident or socially competent than those who had authoritative or
authoritarian parents (Baumrind, 1991; Lamborn et al., 1991). Similarly, we found no
significant links between perceived permissive parenting and valuing at the mean
level or using the intrinsic/extrinsic distinction. Other studies have reported no
detrimental outcomes of permissive parenting (Gonzalez, Greenwood & WenHsu,
2001; Shumow et al., 1998) and two studies have found positive links between this
parenting style and values development (Martinez & Fernando Garcia, 2007, 2008).
In some family and cultural contexts, the high warmth provided by permissive
parents may offset the lack of structure (Martinez & Fernando Garcia, 2007, 2008).
For example, parental warmth was associated with pro-social behaviour among young
Australian children (aged 4-6 years) while Turkish-Australian children were more
pro-social if they had obedience-demanding parents (Yagmurlu & Sanson, 2009).
Warm, responsive parenting is associated with secure attachment and positive affect
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in children, and these factors help promote compliance and cooperation with parents
(Cummings & Cummings, 2002). In our study, parenting which was warm but not
strict appeared neutral with respect to most values, neither impeding nor encouraging
internalisation on average. However, emerging adults who had experienced
permissive parenting early in adolescence were less likely than their peers to be
oriented towards, and less successful in enacting, pro-social values.
3.7.1

Conclusions
Our study adds to the literature by providing longitudinal data on the role of

perceived parenting styles in the internalisation of values at a key point in adolescent
development, and by interpreting the findings from an RFT/ACT perspective. Our
findings underscore the importance of parents’ behaviours in shaping the values of
their children. Permissive parenting in early high school was associated with less
priority for, and less success in enacting, pro-social values in the year following
graduation. High school students who reported that their parents became more
authoritarian over time experienced an increasing sense of pressure, particularly on
extrinsic values, and less success in enacting power and stimulation values postschool. In contrast, those whose parents became more authoritative matured into
young adults who placed increasing emphasis on values and were increasingly
successful at living according to their values. In the next chapter, we investigate
whether these patterns of valuing and valued action are associated differentially with
well-being.
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VALUES AND WELL-BEING
Values clarification and committed action are core ACT processes
theoretically associated with reduced psychological distress and improved adjustment
and quality of life (Wilson et al., 2010). Having a sense of choice and flexibility in
pursuing valued action is seen as essential to well-being (Dahl et al., 2009; McKay,
Forsyth & Eifert, 2010; Wilson et al., 2010). Identifying and enacting one’s most
important guiding principles is theoretically associated with better health, progress
towards desired achievements, greater happiness and more satisfying relationships
(Dahl et al., 2009; McKay et al., 2010). Conversely, distress and avoidance may act
as barriers to valued action, making it more difficult for individuals to understand
what is important to them and to put those values into play in their lives. The current
study seeks to contribute to the empirical base of the ACT model by exploring
relationships between values clarification, committed action and well-being among
young people at the transition from high school to adult life.
This chapter is the second of two presenting the main literature review and
findings of the current study. It focuses on relationships between valuing and
subjective well-being, which is defined as the presence of positive affect and life
satisfaction and the absence of negative affect (Diener, 1984; Ryan & Deci, 2001).
As these components of well-being have previously demonstrated different
relationships with values (Emmons, 1986; Sagiv & Schwartz, 2000) and different
trajectories of change over time (Sheldon & Kasser, 2001), we use them separately
rather than combining them into one composite variable. Values clarification is
defined both as rating many values (global importance), values activation and priority
given intrinsic versus extrinsic contents, based on Self-Determination Theory (SDT;
Deci & Ryan, 2000). We also examine variations in well-being associated with seven
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different types of values: power and sex; physical health; stimulation and pleasure;
pro-social; faith and tradition; and order. These types were derived from a
hierarchical agglomerative cluster analysis of the SGP (Appendix B).
The current chapter begins with a literature review of previous research on
associations between well-being and values priorities, global values importance and
activation of values. The role of perceived pressure on values, or “values regulation”,
is then described, followed by associations between well-being and committed action,
defined as successful enactment of values. We refer to this variable as “success”, but
this is not intended to imply that values, like goals, can be achieved. Instead,
“success” represents a subjective judgement of the extent to which participants have
been able to put their values into play in their everyday lives. We then present
theoretical and empirical work on whether the relationship between well-being and
valuing might be reciprocal, driving an “upward spiral” of lasting happiness based on
valued action (Sheldon, 2008). Finally, we consider the possibility of a model
combining well-being, values and parenting. The literature review is followed by
research hypotheses and the presentation and discussion of results.
4.1

Values clarification
Helping a person clarify his or her own most important values is a key focus

for ACT (e.g., Dahl et al, 2009) and for much of the self-help literature based on ACT
(e.g., Ciarrochi, Hayes & Bailey, 2012; Harris, 2009; McKay et al., 2010). Valuesfocused work has been effective among clients with a wide variety of disorders
including anxiety, depression, obsessive-compulsive disorder, social phobia,
workplace stress, chronic pain, drug use and weight control problems (Harris, 2009).
Experimental studies have demonstrated the power of clarifying and connecting with
personal values. For example, in two double-blind randomised field experiments,
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African American high school students who wrote about their most important values
improved their grades significantly, reducing the racial achievement gap (compared
with European American students) by around 40% (Cohen, Garcia, Apfel & Master,
2006). The intervention reduced stress, which impairs performance, diverted the
students’ focus from racial stereotypes and affirmed them as individuals. A general
downward trend in grades was interrupted by the intervention and replaced by series
of small, cumulative gains.
Values affirmation may also buffer physiological responses to stress and
increase tolerance of pain. In a randomised controlled trial, salivary cortisol
responses to a stressful lab task were significantly lower among participants who first
ranked, rated and answered questions on personally important values (Creswell et al.,
2005). People taking part in a lab task that involved electric shocks were able to bear
more pain if they were told at the start that their participation would help achieve a
valuable goal by furthering understanding of pain (Páez-Blarrina et al., 2008). Even
when stronger shocks were given, people who were told that continuing the task was
important were better able to tolerate the pain than those who were told it was
understandable to give up (Páez-Blarrina et al., 2008).
Despite the potential benefits of having clear values, many people lose sight of
their own values or feel unable to act upon them (McKay et al., 2010). They may
label their desire for calmness, confidence or happiness as values, but these are merely
transitory emotional states and cannot endure, as values do (McKay et al., 2010).
Further, valued action is not necessarily easy or pleasant. It may be challenging,
lonely, even painful, and often involves difficult choices (Dahl et al., 2009; McKay et
al., 2010; Wilson & Murrell, 2004). Thus, the relationship between values
clarification and well-being is not as straightforward as it might at first appear.
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4.1.1

Values priorities
There are limits on a person’s time, energy and opportunities, and those limits

impose constraints upon valued action. Where values are in apparent conflict or
competition with each other, people act according to their current priorities, choosing
to accept a little less of one value in order to have more of another (Rohan, 2000;
Schwartz & Boehnke, 2004). Actions taken in pursuit of one value have
psychological, practical and social consequences for other values (Schwartz, 1994).
The choices people make in prioritising certain values over others are seen as crucial
in determining relationships between valuing and well-being. Priority for power,
wealth, image and self-focused goals is generally seen as problematic (Dahl et al.,
2009; Deci & Ryan, 2000; Salmela-Aro, 2009; Schwartz, 2010). However, different
theoretical perspectives have different views on why certain values appear to be more
health-promoting than others.
One view concerns the distinction between values and goals. The preeminent
measure of values – the Schwartz Values Survey (SVS, Schwartz, 1992) – includes
items measuring the importance of personal authority, prestige and access to
resources. According to the theory on which the SVS is based, all values serve a
social function: to control and motivate positive behaviour within groups (Schwartz &
Bardi, 2001). On the one hand, relationship, security and universalism values serve to
build personal investment in a community, helping members to suppress selfishness
and avoid potentially damaging sources of conflict. On the other hand, power values
serve as a kind of safety valve, enabling sufficient expression of personal desires and
ambitions to prevent excessive frustration and withdrawal of investment in the group
(Schwartz & Bardi, 2001). Thus, power is regarded as a legitimate value, albeit with
a slightly different role and a lower position in the pan-cultural hierarchy of value
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importance (Schwartz & Bardi, 2001). In contrast, two established values measures
that are often used in ACT do not include these types of motivations at all. The
Valued Living Questionnaire (VLQ; Wilson et al., 2010) focuses mainly on pro-social
values: interpersonal relationships, work and education, spirituality and citizenship.
Only two of the 10 items concern self-focused values: leisure and physical self-care,
both of which involve direct access to intrinsic reinforcers. The Bulls-Eye (Dahl et
al., 2009) covers very similar content: two pro-social domains (relationships and
work/education) and two domains which are self-focused (leisure and personal
growth) but again allow direct tracking of natural reinforcers.
The exclusion of power and materialistic values from ACT measures strongly
implies that these are not healthy targets for human striving. Indeed, ACT regards
power, wealth and prestige not as values, but as goals. Whereas values are
intrinsically reinforcing, goal pursuit is reliant on secondary reinforcers that may or
may not be forthcoming (Dahl et al., 2009). Even when the social environment does
provide secondary reinforcers such as status, money, attractiveness and dominance,
their effects are “short-term and ultimately unsatisfactory” (Dahl et al., 2009, p. 71).
Confusion of goals and values can prevent a person from taking actions that would
lead to more satisfying, intrinsic reinforcers. Such confusion may occur when
parenting and cultural influences emphasise success, appearance or status as ends
rather than means. For example, a child who is pressured to study or intensively
tutored with the goal of getting good grades at school may lose their intrinsic
enjoyment in the process of learning. This is also known as fusion with outcomes
(Dahl et al., 2009). External indicators of success – such as academic achievements,
possessions and an attractive appearance – become the focus of striving, rather than
merely side benefits of valued action. Problems arise when this excessive focus on
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secondary reinforcers takes time and energy away from living in the present moment
and appreciating the processes of living, and prevents or limits genuine valued action
that would lead to more lasting satisfaction.
Evidence regarding the relationship between value/goal contents and wellbeing is available from a few studies of ACT-relevant concepts. Among
undergraduate students, materialistic values were positively correlated with negative
emotions, social anxiety and depression, and these relationships were mediated by
experiential avoidance (Kashdan & Breen, 2007). Conversely, students who highly
valued connection with nature had greater well-being and mindfulness (Howell,
Dopko, Passmore & Buro, 2011). Two recent positive psychology studies also found
links between certain types of value contents and positive outcomes. Self-enhancing
(power and achievement) values were associated with “fluctuating” happiness,
whereas self-transcending values (benevolence and universalism) were associated
with “authentic-durable” happiness (Dambrun et al., 2012). The importance of four
types of life goals – pro-social, creative, financial and personal recognition – was
measured among college students, and pro-social orientation was found to predict
generativity, personal growth and integrity 13 years later (Hill, Burrow,
Brandenberger, Lapsley & Collado Quaranto, 2010).
4.1.2

Extrinsic versus intrinsic priorities
In considering the role of values priorities, we can also draw on research in

Self Determination Theory (SDT; Deci & Ryan, 2000), which has repeatedly
demonstrated negative associations between extrinsic goal pursuit and well-being.
According to SDT, extrinsic goals tend to be socially contingent and externally
controlled (Kasser & Ryan, 1993). Satisfaction of these goals is ephemeral and
superficial, and basic psychological needs are not met. Pursuing extrinsic goals
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means less time and energy is available to pursue intrinsic goals that will provide
more lasting satisfaction. Extrinsic goals may reduce the quality of relationships,
prompt social comparison, and place the individual in environments that are stressful,
controlling or competitive (Kasser & Ryan, 2001; Sheldon et al., 2004). Thus, the
proposed mechanisms governing the hypothesised relationship between values
content and well-being are, apparently, consistent across the ACT and SDT theoretical
perspectives.
To test whether preference for certain goal contents was related to well-being,
Kasser and Ryan (1993) developed an Aspirations Index measuring three intrinsically
motivated types of goals: self-acceptance (growth, self-esteem, autonomy); affiliation
(family life, close friendships); community feeling (altruism, creating a better world).
The fourth goal content, financial success, was seen as extrinsically motivated and
associated with needs for security or esteem (Kasser & Ryan, 1993). In a series of
three studies, participants who placed a relatively high importance on wealth
aspirations above self-acceptance, affiliation and community feeling had significantly
increased distress and reduced well-being. This finding held whether goal importance
was measured via the Aspirations Index or by asking participants to rank three sets of
five guiding principles, and whether well-being was assessed by self-report or by an
interviewer using DSM-IIIR criteria (American Psychiatric Association, 1987, cited in
Kasser & Ryan, 1993). The Aspirations Index was expanded to include three types of
goal contents defined as extrinsic: financial success was again included, along with
social recognition and an appealing appearance (Kasser & Ryan, 1996). Adults who
placed a high importance on intrinsic aspirations such as self-acceptance and
affiliation had higher scores for well-being measures including self-actualisation and
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vitality, and significantly lower scores for depression and physical symptoms (Kasser
& Ryan, 1996).
During the transition to emerging adulthood, any movement towards intrinsic
and away from extrinsic values contents should, according to SDT, be correlated with
positive change in well-being (Sheldon, 2005). A longitudinal study of college
students in the United States found that on average, emotional intimacy became more
important over time, while extrinsic values such as materialism, fame/popularity and
physical attractiveness reduced in importance (Sheldon, 2005). Increasingly
important intrinsic values predicted stronger personal growth and purpose in life, as
well as increased well-being overall. The decrease in extrinsic value priorities from
the freshman to the senior year was not, however, linked with changes in well-being.
A recent review of the accumulated evidence on goal contents, well-being and
various indicators of achievement among adolescents concluded that young people
who focused on extrinsic goals were at greater risk of problem behaviours (Massey et
al., 2008). For example, girls who valued popularity at age 13-14 were more likely to
be involved in risky health behaviours such as smoking, alcohol use and sexual
activity, at age 14-15 years (Stein et al., 1998, cited in Massey et al., 2008). Cohen
and Cohen (2001, p. 177) have claimed that wealth and hedonism goals “…are
dysfunctional, not only perhaps for society, but also for the individuals holding them”.
In their longitudinal study, adolescents with materialistic ideals – such as having
expensive possessions, wearing expensive clothes, and being pretty or handsome –
were more likely in later years to have diagnoses of ADHD, and narcissistic,
borderline and histrionic personality disorders. In contrast, admiration of
conventional achievements such as being friendly, helping others, getting good
grades, creative writing or playing a musical instrument appeared protective against
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future personality disorders. At age 16, young people who placed a high priority on
being rich had an elevated risk of almost every Axis I and Axis II disorder in the
DSM-IIIR. Young people who placed ‘having a satisfying sex life’, which the
researchers defined as a hedonistic goal, high on their list of value priorities had a
higher prevalence of most types of diagnoses, particularly substance abuse, disruptive
behaviour and personality disorders (Cohen & Cohen, 2001).
The link between materialistic goals and dysfunction was seen most strongly
among adolescents from the wealthiest families (Cohen & Cohen, 2001). This
suggests that social context may be a contributing factor. To establish whether
extrinsic value orientation is universally problematic, several cross-cultural studies
have been conducted. Among German students, high relative importance of intrinsic
goals was associated with higher total well-being and self-actualisation and less
anxiety (Schmuck, Kasser & Ryan, 2000). Russian men who prioritised extrinsic
goals had lower well-being than those who prioritised intrinsic goals; a similar,
although weaker, pattern was found among Russian women (Ryan et al., 1999). Some
studies have pointed to cross-cultural differences. High importance on extrinsic goals
was negatively related to well-being among high school students in the US and
Canada, but not in China, in a large cross-sectional study (Lekes et al., 2010).
Croatian college students with high importance scores for both intrinsic and extrinsic
aspirations had the highest levels of well-being, followed by those with high scores
for intrinsic and low scores for extrinsic (Brdar et al., 2009). These authors suggested
that materialistic aspirations may be adaptive in poorer countries because it is only
when basic survival needs are met that people can aspire to intrinsic values such as
freedom, intellectual stimulation and so on. Indeed, a spatial analysis of the
Aspirations Index items found that financial success clustered more closely to safety
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and physical health goals in poorer countries, while in wealthier countries this item
was closer to hedonism (Grouzet et al., 2005). In materially deprived contexts,
extrinsic goals may represent important means to achieving intrinsic goals (Brdar et
al., 2009).
4.1.3

Social and developmental contexts for values priorities
Other contextual factors may also affect which values are most health-

promoting for an individual. The relationship between successful enactment of values
and well-being may depend on the fit between an individual’s value priorities and
his/her social environment: the “values-as-moderator” model (Oishi et al., 1999). In a
study of university students, there was no direct association between priority for
benevolence (intrinsic) values and well-being, measured by daily diary entries (Oishi
et al., 1999). Instead, participants derived most life satisfaction from activities
consistent with their own most important values. Thus, participants who highly
valued relationships were most satisfied when their day involved positive social
interactions, participants who prioritised achievement were most satisfied when they
felt they had accomplished a great deal that day, and those who prioritised conformity
benefitted most from a successful family life (Oishi et al., 1999).
Sagiv and Schwartz (2000) also found no direct association between wellbeing and priority for intrinsic values such as universalism and benevolence, while
power, security and conformity (extrinsic values) were weakly and inconsistently
related to the affective components of well-being but not life satisfaction. Providing
further support for the “values-as-moderator” hypothesis, they found an interaction
between value priorities and social environment in predicting well-being. Business
students who valued power were happier than their peers, as were psychology
students who did not value power (Sagiv & Schwartz, 2000). These findings suggest
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that even extrinsic goals can improve well-being when they are consistent with
personal value priorities, especially in social contexts where those priorities are
considered appropriate.
Developmental stage may also provide an influential context for the
relationship between value contents and well-being. The life-span model of
development suggests that the pursuit of personal goals consistent with normative
developmental tasks is adaptive and will promote well-being (Salmela-Aro & Nurmi,
1997). When asked to nominate their goals, Dutch high school students most often
mentioned relationships and health (94% and 92% of students respectively), followed
by future education (81%) and school-related goals (75%). Only 15% of the sample
mentioned financial goals, and there was no relationship between materialistic goals
and well-being (Massey, Gebhardt & Garnefski, 2009). During late adolescence and
early adulthood, education and future career goals are of great importance (SalmelaAro, 2009). Such goals, which serve achievement values, do not fall neatly on either
side of the intrinsic/extrinsic divide. In SDT research, they are often omitted
altogether. However, in the SVS and other measures based on Schwartz’s (1992)
theory of universal values, achievement is regarded as self-enhancing (versus selftranscending) and is therefore expected to be negatively related to well-being (e.g.,
Dambrun et al., 2012).
Finally, gender has acknowledged links with well-being (Diener, 1984) and
also serves as a contextual factor for values selection and goal pursuit. There are
small but consistent gender differences in values hierarchies across cultures (Schwartz
& Rubel, 2005). On average, men give higher priority than women to extrinsic values
such as power, stimulation and hedonism, and also achievement. Women place
higher importance on (intrinsic) benevolence and universalism values. Self-direction
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values, which are intrinsic, are more important on average to men than to women
(Schwartz & Rubel, 2005). Similar patterns of values priorities have been found
among male and female high school students in Australia (Astill, Feather & Keeves,
2002). If the “values-as-moderator” model is correct, and personally important values
are the key to well-being, priority for power and other extrinsic values should be less
detrimental, on average, to males than to females.
When the potential influence of contextual factors is considered, the
relationship between value contents and well-being appears less straightforward than
ACT assumptions and SDT research would suggest. It remains unclear whether the
most beneficial values content is predetermined and fixed, or varies among
individuals, and perhaps even within individuals over time. It is worth noting that, in
general, people give higher importance to intrinsic than to extrinsic goals (Kasser,
2002) and higher importance to relationship values than to power values (Bardi &
Schwartz, 2003). Moreover, extrinsic values contents are inherently more pressured
than intrinsic contents (Sheldon & Kasser, 1998; Ryan et al., 2008). Normative
pressures from parents, peers and society in general may play a key role in
determining how values and value priorities relate to well-being.
4.1.4

Global values importance and activation
Very few studies have examined the question of whether identifying and

having many important values is beneficial to mental health. ACT clinicians have
observed that clients who report low mean importance for their values overall may
believe that successful enactment of their values is impossible (Wilson & Murrell,
2004). Having few important values may reflect previous experiences of failure
resulting in disengagement from goals. Alternatively, people may genuinely struggle
to identify what is important to them due to an early learning history in which valued
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directions were associated with pain or punishment (Dahl et al., 2009). To avoid the
pain, they may also avoid thinking about desired values and goals. Disengagement
and avoidance are parts of a pattern of behaviour called psychological inflexibility,
which has been identified as an important mediator of psychological distress
(Kashdan & Rottenberg, 2010). Psychological inflexibility and avoidance of valuing
could explain the finding that an individual’s chronic, ongoing search for meaning in
life – which can be conceptualised as difficulty in clarifying personally important
values – is associated with reduced well-being (Steger, Sheline, Merriman &
Kashdan, 2013).
In his classic paper on subjective well-being, Diener (1984) proposed that
knowing what one values and having many important values may be satisfying, even
if they are not acted upon. Some support for this hypothesis is offered by a study in
which high scores on the VLQ (Wilson et al., 2010) were negatively correlated with
depression, anxiety, hostility, relationship difficulties and other indicators of
psychological distress and positively correlated with vitality and mental health among
undergraduates. However, this study used a composite score combining both
importance ratings and behavioural consistency, so it is not possible to separate out
the effects of importance alone.
Extremely high mean scores for importance may also be detrimental to wellbeing, possibly indicating excessive concerns about social desirability and a fear of
disapproval (Schwartz, Verkasalo, Antonovsky & Sagiv, 1997; Wilson & Murrell,
2004). People who “overvalue” conformity and approval may experience conflict
with other important goals. Their lives may be directed, not by personal values, but by
social pressures and norms (Lönnqvist, Leikas, Paunonen, Nissinen & Verkasalo,
2006; Wilson & Murrell, 2004). An excessive concern for proving one’s own worth
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and likeability may also make an adolescent vulnerable to diminished well-being
when setbacks in goal pursuit are encountered (Massey et al., 2008). It remains
unclear whether it is better for young people at the transition from high school to
place importance on a wide range of personal values or to be more selective. On the
balance of previous evidence, we would expect to find positive associations between
overall values importance and well-being.
Although value importance is generally measured by rating scales, there is
another way to consider this construct: a value is important to an individual if they
have at least tried to put it into practice in their life. The SGP includes a dichotomous
measure of values activity (activated versus not activated) which can be summed to
create a count variable. To our knowledge, no-one has previously used a count of
activated values as a measure of importance. It is therefore unknown whether high
levels of values-driven activity are beneficial or detrimental to well-being. It may be
that greater engagement with values enhances positive emotion and life satisfaction.
Among emerging adults at the transition from high school, engaging with career goals
was beneficial for well-being, even when the goals were not attained (Haase,
Heckhausen & Koller, 2008). Alternatively, pursuit of many goals may result in
values conflict and fatigue. Young adults who pursued intimate partnership and
career goals simultaneously had high levels of psychopathology symptoms, compared
with those who pursued these goals sequentially (Skaletz & Seiffge-Krenke, 2010).
Further, the relationship between successful enactment and well-being may be
influenced by how many values one attempts to put into play simultaneously.
Devoting time and energy to relatively unimportant values may lead to resentment,
burnout and feelings of meaninglessness (Dahl et al., 2009). Given the lack of
previous studies, it is difficult to state specific hypotheses in relation to this novel
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measure of value importance, but the current study will include exploratory analyses
of associations between values activity and well-being, including the possibility that
the relationship between well-being and success diminishes if many values are
activated at once.
4.2

Values regulation
Values regulation refers to the reasons for valued action, particularly the level

of perceived external control and pressure on values. As well as awareness of one’s
most important values, one also needs to feel free to choose (McKay et al., 2010;
Wilson et al., 2010). A sense of coercion or pressure means that the value is
dominated by pliance. Its intrinsic reinforcing qualities can be overshadowed; instead,
reinforcement is obtained from, for example, relief of guilt or avoiding disapproval
from another person. If values clarification and committed action do enhance wellbeing, we would expect anything that diminishes the reinforcing nature of the value –
such as pressure - to diminish well-being as well. The possibility that pressure may
influence valued action and its side benefits is strongly implied in clinical manuals
(e.g., Dahl et al., 2009) and self-help books based on ACT (e.g., McKay et al., 2010)
but has received little research attention to date.
One well-established model of values regulation is Perceived Locus of
Causality (PLOC; Sheldon & Elliot, 1998; Sheldon, 2001; Ryan et al., 2008). This
model proposes that the reasons for goal pursuit fall on a continuum reflecting
decreasing levels of pressure. Most human behaviours are externally motivated (i.e.,
undertaken for some purpose separable from the behaviour itself); however, if these
behaviours are internally endorsed – that is, freely chosen, with no sense of pressure
or external control - they are seen as autonomous (Ryan & Deci, 2006). Autonomous
regulation is associated with engagement in learning, satisfaction and vitality in
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relationships, and better health behaviours (Ryan & Deci, 2006). Conceptual links
can be made between this model and rule-governed behaviour. At the most pressured
end of the spectrum, goal-directed behaviour is subject to direct control by others
(external motivation or pure pliance). At the most autonomous end, behaviours are
performed for their own sake (intrinsic motivation; Sheldon & Elliot, 1998; Sheldon,
2001). This type of behaviour is conceptually similar to tracking, as reinforcement is
available directly from the environment. Between these extremes lies a series of goaldirected behaviours that can be seen as augmenting combined with either pliance
(introjected motivation) or tracking (identified and integrated motivations).
Considered as a developmental sequence, internal pressure is strong at first
(introjected motivation) and reduces as values are internalised (identified motivation)
and eventually accepted as part of a coherent system of personal values (integrated
motivation; Ryan et al., 2008).
Although PLOC is described as a continuum model, SDT researchers often
bundle external and highly internally pressured (introjected) motives together under
the label, “controlled motivation” and identified and intrinsic motives together as
“autonomous motivation”, sometimes subtracting the former from the latter to create a
measure of “relative autonomy” (Sheldon & Kasser, 1998, 2001). For example,
undergraduates and their parents were asked to nominate broad goals or life directions
and then rate each one on the motives that form the PLOC model (Sheldon, HouserMarko & Kasser, 2006). Over the whole sample, relative autonomy for personal
goals was correlated positively with positive affect and life satisfaction and negatively
with negative affect. This approach, and the resulting findings, suggest that although
external and internal pressures may appear different, they have similar functions in
that they both reduce a sense of choice and freedom in acting on values.
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Diverse studies have demonstrated links between the PLOC model and wellbeing. In a cross-sectional study, controlled motivation was negatively related to wellbeing among high school students, although this study measured motives in relation to
identity styles rather than goals or values (Smits, Soenens, Vansteenkiste, Luyckx &
Goosens, 2010). Positive associations between autonomous motives and well-being
were found in an online survey of adults (Milyavskaya & Koestner, 2011) and an
experimental study in which motivation (for helping) was manipulated (Weinstein &
Ryan, 2010). A large, longitudinal study of German high school students at the
transition to work or further study demonstrated that autonomous motivation
predicted life satisfaction two years later (Litalien, Lüdtke, Parker & Trautwein,
2012). This relationship held across three groups with different post-school
trajectories (university, vocational education and not in education), while the reverse
relationship – well-being as a predictor of later motivation – was not supported
(Litalien et al., 2012). It appears that, in general, autonomous motivation is associated
with greater well-being than controlled motivation; however, none of these studies
specifically focused on values regulation.
SDT research has proposed several mechanisms for the hypothesised negative
relationship between controlled motivation (i.e., pressure) and well-being. The first
mechanism relates to the fact that the most pressured goals often have extrinsic
contents (Sheldon & Kasser, 1998; Ryan et al., 2008) which, as discussed above, are
seen as less beneficial to well-being than pursuit of intrinsic goals (e.g., Kasser &
Ryan, 1993, 1996). Several studies have found a correlation (generally around .30;
Sheldon, 2001) between controlled motivation and priority for extrinsic value
contents. This is not surprising, given that the definition of extrinsic contents refers
explicitly to regulatory processes: that is, they are seen as instrumental or contingent
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on external rewards (Kasser & Ryan, 1993; Ryan et al., 2008). For example, in one
experimental study of school children, framing a task as extrinsic (in content) had
detrimental effects on performance, which were partly attributable to controlled
motivation (Vansteenkiste, Simons, Lens, Sheldon & Deci, 2004).
In fact, the difficulty of separating motives from contents has been targeted by
critics of SDT, some of whom have argued that only motives matter, and goal content
is of no consequence (Carver & Baird, 1998; Srivastava, Locke & Bartol, 2001).
Consistent with this view, self-actualisation (a measure of well-being) was positively
related to autonomous motives and negatively related to controlled motives,
regardless of whether the goal content was wealth (extrinsic) or community
involvement (intrinsic; Carver & Baird, 1998). The positive relationship between
community involvement goals and well-being became non-significant once reasons
were controlled for, providing partial support for the hypothesis that wrong motives,
not wrong goals, predict poor outcomes. However, the negative relationship between
wealth aspirations and well-being remained significant, indicating that goal content
was an independent predictor of well-being (Sheldon et al., 2004). Motives such as
social comparison and avoiding self-doubt predicted both wealth aspirations and poor
well-being (Srivastava et al., 2001). There was no direct, negative relationship
between materialistic goals and well-being. However, the method for measuring
motives in this study was not consistent with the PLOC model and may have
confounded motives with contents (Sheldon et al., 2004).
In response to the criticisms, Sheldon and colleagues (2004) confirmed that
the two constructs were related, finding in three studies that priority for extrinsic goal
content was correlated negatively with autonomous motives. They were also able to
demonstrate that goal content was independently associated with well-being. Priority
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for extrinsic goals predicted lower well-being year later, after controlling for initial
well-being and relative autonomy of goal motives. This finding suggested that goal
contents and motives had independent, causal effects on subsequent well-being
(Sheldon et al., 2004). It echoed the results from an earlier, cross-sectional study in
which autonomous motives and intrinsic content were each associated with wellbeing, and there were no significant interactions (Sheldon & Kasser, 2001).
The second mechanism is based on the assumption that a sense of volition or
autonomy leads to greater effort and therefore more likelihood of success in goal
pursuit. This was demonstrated in a series of studies by Sheldon and Elliot (1998). In
all three, autonomous motives for goal pursuit were correlated with goal attainment,
while controlled motives were not. The two latter studies were longitudinal and
established that the relationship between autonomous motives and attainment was, as
expected, mediated by effort. Similarly, undergraduates who generated lists of
personal goals and rated them on the PLOC model reported stronger subsequent
progress towards autonomously motivated goals and improved well-being (Sheldon &
Houser-Marko, 2001). Goal progress led to strengthened autonomy and, in turn, to
further progress and further improvements in well-being. The authors concluded that
there was a possible “upward spiral” of well-being resulting from – and promoting continued, volitional, enactment of values (Sheldon & Houser-Marko, 2001; Sheldon,
2008). Apparently, a sense of choice is powerfully reinforcing in itself; indeed, some
have argued it is essential for normal development (Helwig, 2006) and psychological
and biological well-being (Leotti, Iyengar & Ochsner, 2010).
This second proposed mechanism suggests that as well as influencing wellbeing directly, perceived pressure may also interact with success in predicting wellbeing. Links between importance and behaviours are stronger for some values than
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others (Bardi & Schwartz, 2003), which may be a function of social desirability or
social pressure on values. The more socially pressured a value, the weaker the link
between importance and successful enactment (Bardi & Schwartz, 2003; Lönnqvist et
al., 2006). Excessive pressure on achievement goals has been suggested as an
explanation for adolescents’ decreasing motivation for academic work over the course
of their high school years (Wigfield & Cambria, 2010). In response to increasing
evaluative pressure, students may devalue activities at which they do not perform well
in order to protect self-esteem. This process may also apply to values in general,
leading young adults to assign lower importance to, and have less success in enacting,
highly pressured values, and to have reduced well-being as a result.
4.3

Committed action
Action consistent with values may result in contact with specific reinforcing

consequences, or with the likelihood of future positive consequences (Dahl et al.,
2009). For example, successfully enacting one’s universalism values by volunteering
may lead to enjoyable interactions with other volunteers and appreciation from those
being helped. Thus, a key focus for therapies like ACT is on enabling clients not just
to identify their most deeply held values, but to succeed in enacting values in their
lives. Clinical experience has shown that a large discrepancy between the importance
a person places on values, and the extent to which values are successfully enacted, is a
source of sadness, anxiety, guilt and negative self-evaluation (Wilson & Murrell,
2004). A recent review found that success in pursuing valued goals may protect
adolescents from depression (Massey et al., 2008). Progress towards self-nominated
goals predicted later well-being after controlling for baseline well-being in a
longitudinal study of German university students (Brunstein, 1993). One positive
psychology intervention study sought to improve subjective well-being by
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encouraging valued action (Sheldon et al., 2010). Proximal, but not distal, measures
of progress towards self-selected goals predicted well-being, controlling for earlier
well-being. This supported the authors’ hypothesis that “continual, successful effort
is required for people to maintain themselves in the upper end of their own ‘set range’
[of happiness]” (Sheldon et al., 2010, p. 46).
The link between attainment and well-being appears to be stronger when goals
are intrinsic (Sheldon & Kasser, 1998; Kasser & Ryan, 2001). University students
were allocated to four groups based on their intrinsic/extrinsic orientation and
high/low goal attainment. The highest levels of well-being existed among those with
high attainment of intrinsic goals, while those who reported high attainment of
extrinsic goals were no better off than those who had little success in attaining any
goals (Kasser & Ryan, 2001). In another cross-sectional study, intrinsic goal
attainment was associated with higher life satisfaction, self-esteem and selfactualisation and lower depression. Attainment of extrinsic goals did not predict wellbeing over and above the contribution of intrinsic goal attainment (Ryan et al., 1999).
Similar results were seen in two longitudinal studies. Attainment of intrinsic
aspirations two years after college was related positively to well-being and negatively
to ill-being (defined as anxiety, somatic symptoms and negative affect) whereas
attainment of extrinsic aspirations was unrelated to well-being and related positively
to ill-being (Niemiec et al., 2009). Further, change in intrinsic goal attainment from
one to two years post-college related positively to change in well-being and
negatively to change in ill-being, whereas extrinsic goal attainment was unrelated to
well-being and had only a marginal, positive relationship with ill-being (Niemiec et
al., 2009). Among US college students, progress towards self-nominated goals
predicted well-being, both in the short-term (using diaries completed at five-day
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intervals) and the longer term (a self-assessment of overall progress at the end of the
term; Sheldon & Kasser, 1998). The relationship between long-term goal progress
and well-being was moderated by both content and motives, while the greatest
improvements in short-term well-being resulted from attainment of intrinsic,
autonomously motivated goals. Interestingly, neither intrinsic orientation nor
autonomous motives predicted well-being directly unless participants also
experienced success in pursuing their projects. Goal pursuit can be risky: failure can
result in reduced well-being (Sheldon & Kasser, 1998).
4.4

Valuing as a consequence of well-being
The idea of reciprocal relationships between well-being and values is implicit

in the ACT model. In Chapter 3, we discussed the idea that parents who are
distressed and avoidant may feel incapable of trying new, potentially more effective
parenting strategies, even though they may highly value being a good parent and
having happy, sociable children. This is true in general; people who are distressed and
avoidant are less likely to engage in valued action (Dahl et al., 2009; Wilson et al.,
2010). They may fear failure, which is especially painful when one’s dearest values
are involved (Dahl et al., 2009; Sheldon & Kasser, 1998). They may be fused with
limited views of themselves and their life roles, or with rigid rules such as, “If I lost
enough weight, then I could have a relationship” (Dahl et al., 2009, p. 53). They may
require help to distinguish values from short-term goals. They may need to practice
tracking moment-to-moment consequences of valued action, and acceptance of
discomfort that may arise while living a valued life (Dahl et al., 2009). These
processes are interactive, so that engaging in valued action may require but also
reinforce acceptance and present-moment awareness.
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In this way, the ACT model acknowledges the intimate, complex
interconnections between values, pain and psychological flexibility (Dahl et al.,
2009). Research is needed to test this reciprocal model of valuing and well-being.
For instance, it is unknown whether distressed people narrow their valued activities to
fewer domains, or engage in less valued action overall (Wilson et al., 2010). Recent
theorising and studies in positive psychology can shed some light on these issues.
Well-being can be viewed as a resource that promotes positive outcomes, as in
the broaden-and-build theory of well-being (Lyubomirsky, King & Diener, 2005).
The experience of positive emotions helps create opportunities for approach and
exploration, whereas negativity leads to avoidance and limited behavioural repertoires
(Fredrickson & Losada, 2005). Over time, positivity builds durable personal
resources such as resilience, knowledge and social connections (Fredrickson &
Losada, 2005). Experiments have shown that induced positive emotions broaden the
range of actions that individuals can generate in response to environmental stimuli
(Fredrickson, 2001). If the broaden-and-build theory applies to valued action, it
suggests that well-being could both lead to, and result from, successful enactment of
values, by promoting generativity and an upward spiral of improved happiness and
life satisfaction (Fredrickson, 2001).
Emmons (1986) observed that unhappy people had lower expectations of
attaining goals, even when they had been successful previously. Happy people may
be more active in pursuing goals and more persistent when faced with disappointment,
and therefore more likely to succeed; thus, the “causal flow” from value importance
and enactment to well-being may be reversed (Emmons, 1986, p. 1066). Two
longitudinal studies of emerging adults have found bi-directional relationships
between goals and well-being. Among undergraduate students, mentioning family
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and/or achievement goals in a list of personal projects predicted increased self-esteem
two years later, as did increasing interest in these goals (Salmela-Aro & Nurmi,
1997). However, initial (low) depression also predicted increasing interest in
achievement, while initial (high) self-esteem predicted increasing interest in family
goals. These findings suggested subjective well-being may influence goal
construction, and vice versa (Salmela-Aro & Nurmi, 1997). Similar findings emerged
from a large-scale longitudinal study of senior high school students who were
followed into their late 20s (Messersmith & Schulenberg, 2010). Attainment of
education and marriage goals was related to later well-being. In addition, those who
had higher life satisfaction at age 18 were more likely to marry, suggesting that their
higher well-being increased their chances of achieving their romantic relationship
goals. Both studies examined a restricted range of goals, primarily relationship and
career.
Well-being may also affect value priorities at a given moment in time.
German adults who tended to experience frequent positive affect were more likely to
prioritise hedonic values (pleasurable life, social approval, intimacy). In contrast,
adults who experienced a sense of positive involvement, such as interest, alertness and
inspiration, tended to prioritise growth-related values (e.g., well-being of friends,
societal engagement; Kunzmann, Stange & Jordan, 2005). This was a cross-sectional
study, and direction of causality could not be established. Lambert and colleagues
(2009) hypothesised that feelings of gratitude would enhance life satisfaction which,
in turn, would reduce materialistic goal striving. This was supported by a crosssectional study in which life satisfaction scores mediated the negative association
between gratitude and materialism. In a follow-up, experimental study, gratitude and
envy were manipulated. Participants in the high-gratitude group had lower scores for
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materialistic desires than those in the high-envy group, and this link was fully
mediated by life satisfaction (Lambert, Fincham, Stillman & Dean, 2009). A
longitudinal study of young people in Finland also found that depressive symptoms
predicted later selection of self-related goals, rather than more normative and healthy
goals related to family and education (Salmela-Aro, 2009).
Sheldon (2008) proposed that valued action could be a source of lasting
happiness, which would facilitate further valued action, creating an “upward spiral”.
To test this hypothesis, he collected longitudinal data to extend a previous study in
which first-year college students generated personal goals for the semester (Sheldon
& Houser-Marko, 2001). Initial high well-being predicted success in goal pursuit,
which in turn predicted enhanced well-being in the final year of college. Sheldon
(2008) used an idiographic technique to measure goals, resulting in a measure of goal
attainment with low internal consistency (α = .56). Nevertheless, combined with the
previous longitudinal findings, this study suggests that the relationship between
values and well-being may be bi-directional. The current study will test this
hypothesis by analysing models in which well-being is antecedent to value
importance, activity, pressure and success.
4.5

Hypotheses: values and well-being
Our first set of hypotheses concern the priority given to different values

contents. Although factors such as social and developmental context and gender
might be expected to affect the relationship between values priorities and well-being,
the balance of previous research suggests that, on average, intrinsic contents are a
more beneficial focus for valued action than extrinsic contents. Looking at change
over time, movement towards intrinsic values and away from extrinsic values should
be associated with improvements in well-being.
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5. Intrinsic values, such as relationships, personal growth and community
contribution, will have a greater influence on well-being than extrinsic
values such as power, wealth and image.
6. Increases in intrinsic importance and success and decreases in intrinsic
pressure will predict improvements in well-being from Grade 12 to
post-school, controlling for changes in extrinsic importance, pressure
and success.
As discussed in Chapter 3, people who find many values highly important may
have more successfully navigated the developmental process of internalising values
and be more oriented towards a meaningful life of valued action. We would expect
that high levels of valuing overall, including greater average importance, activity and
success and lower pressure, will be associated with greater well-being both
concurrently and longitudinally. Positive change in these global indices of valuing
will be associated with positive change in well-being.
7. Increasing importance, activity and success and decreasing pressure
across all values contents (global indices of valuing) will be associated
with increasing well-being.
8. High levels of value importance, activity and success and low pressure
across all contents in Grade 12 will predict post-school well-being,
controlling for Grade 12 well-being.
A sense of control or pressure on values may influence the relationship
between valued action and well-being. We would expect pressured individuals to
derive less benefit from valued action. Further, personally important values will be
associated with increased well-being to the extent that they promote values-directed
action. Successfully enacting one’s most important values should produce the
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greatest benefits in terms of enhanced well-being. Therefore, we expect to find two
moderation effects.
9. The less values are driven by perceived pressure, the stronger the
positive relationship between successful enactment and well-being.
10. Personally important values will be more strongly, positively related to
well-being if they are also successfully enacted.
We conducted additional analyses exploring the role of values-driven activity.
To our knowledge, this is the first study to measure total values-driven activity using a
count of values that a person is striving towards. The existing evidence is mixed,
making it difficult to formulate specific hypotheses. Therefore, the current study
explored whether the relationship between success and well-being changes depending
on the level of activity (that is, whether activity moderates this relationship).
The relationship between values and well-being is assumed in ACT to be an
ongoing and reciprocal one. Individuals who are highly distressed and inflexible
often find it difficult to identify their important values, or to take action towards those
values, even though doing so might help alleviate their distress. Recent theoretical
and empirical work in positive psychology indicates that positive emotions and life
satisfaction may facilitate valued action, which in turn will promote further wellbeing. These perspectives suggest that well-being may be antecedent to the
development of values.
11. High levels of well-being in Grade 12 will predict high value
importance, activity and success and low pressure post-school,
controlling for baseline values.
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4.6

Results
In Table 11, means and standard deviations for the three components of

subjective well-being are presented for the whole group and separately by gender.
During the transition from high school to early adulthood, negative affect decreased
on average, t (225) = 3.39, p < .01, life satisfaction increased, t (225) = -4.12, p <
.001, and positive affect did not change significantly, t (225) = 1.18, p > .05.
Independent samples t-tests were used to check for gender differences. Girls reported
higher levels of negative affect in Grade 12 than boys, (p=.002, Bonferroni adjusted
α=.008) and there were no other gender differences in well-being. Because there were
minimal gender differences in values (see Chapter 3 for details), all subsequent
analyses were conducted for the group as a whole.

Table 11
Descriptive statistics for the three components of subjective well-being, for the full sample
and separately by gender: Grade 12 and post-school
Variable

Full sample

Boys

Girls

Gender difference

Observed
range

Mean (SD)

Mean (SD)

t (df)

N

Mean (SD)

Scale
range

468
290

3.90 (0.86)
3.83 (0.85)

1-5
1-5

1.0-5.0
1.0-5.0

3.87 (0.88)
3.77 (0.84)

3.92 (0.88)
3.88 (0.86)

-0.71 (466)
-1.10 (288)

466
290

4.81 (1.33)
5.15 (1.24)

1-7
1-7

1.0-7.0
1.0-7.0

4.84 (1.24)
5.14 (1.12)

4.88 (1.39)
5.20 (1.28)

-0.36 (463.55)
-0.44 (288)

468
290

2.17 (0.82)
1.99 (0.84)

1-5
1-5

1.0-4.78
1.0-5.0

2.00 (0.76)
1.98 (0.85)

2.23 (0.84)
2.00 (0.77)

-3.11 (465.81)*
-0.27 (288)

Positive affect
Grade 12
Post-school
Life satisfaction
Grade 12
Post-school
Negative affect
Grade 12
Post-school

* p< .05 **p<.01 ***p<.001

4.6.1

Values priorities and well-being
Table 12 shows that there were positive concurrent correlations between

positive affect and life satisfaction and both intrinsic and extrinsic importance and
success, and some longitudinal correlations (e.g., life satisfaction in Grade 12 was
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associated with intrinsic and extrinsic success post-school, r = .33 and r = .25
respectively, ps < .001). As expected, negative affect was associated positively with
pressure (both intrinsic and extrinsic). Pressure was also linked with lower life
satisfaction and positive affect. There was no evidence of a clear intrinsic/extrinsic
divide in the magnitude of the correlations with the well-being variables.
To examine the relative contributions of intrinsic and extrinsic value
dimensions to well-being, we used structural equation modelling (SEM) with
maximum likelihood estimation. Separate models were constructed for positive
affect, negative affect and life satisfaction, and for the three values dimensions:
importance, pressure and success. The advantage of using SEM with maximum
likelihood estimation for this analysis was that all model parameters could be
estimated simultaneously, controlling for all others (Kline, 1998). The structural
analysis specified paths from a values dimension (intrinsic and extrinsic) and wellbeing in Grade 12 to post-school well-being, as well as direct and indirect paths to the
post-school values dimension (intrinsic and extrinsic). All variables were observed,
and the models were partially recursive, with correlated disturbances between the two
values variables measured at Grade 12 and between the two values variables
measured post-school. The models were just-identified (χ2 = 0, df = 0). Five models
are presented below (Figures 5 to 8). In the diagrams, most non-significant paths and
all concurrent correlations have been omitted for clearer presentation. All nine
models are discussed here and shown in Appendix C.

.
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Table 12
Correlations (Pearson’s r) among well-being and intrinsic/extrinsic values dimensions
Variable

1

2

3

4

5

6

7

8

9

10

11

12

13

14

15

16

17

1. Intrinsic importance Gr12
2. Intrinsic importance post-school
3. Intrinsic pressure Gr12
4. Intrinsic pressure post-school
5. Intrinsic success Gr12
6. Intrinsic success post-school
7. Extrinsic importance Gr12
8. Extrinsic importance post-school
9. Extrinsic pressure Gr12
10. Extrinsic pressure post-school
11. Extrinsic success Gr12
12. Extrinsic success post-school
13. Positive affect Gr12
14. Positive affect post-school
15. Life satisfaction Gr12
16. Life satisfaction post-school
17. Negative affect Gr12
18. Negative affect post-school

.55***
.10
-.02
.52***
.31***
.47***
.19**
.06
-.03
.21**
.06
.21**
.18*
.16*
.15*
.00
.01

.10
.02
.33***
.50***
.27***
.57***
.08
.05
.07
.20**
.20**
.21***
.30***
.36***
-.07
-.21***

.37***
.03
.00
.20**
.12
.83***
.30***
.00
.05
-.15*
-.06
-.15*
-.04
.19**
.04

.00
-.03
.08
.11
.34***
.84***
-.08
-.07
-.13
-.13*
-.11
-.19**
.13
.29***

.48***
.26***
.11
-.06
-.06
.66***
.34***
.29***
.25***
.25***
.15*
-.06
-.07

.24**
.26***
-.01
-.08
.32***
.64***
.28***
.39***
.33***
.43***
-.21**
-.28***

.54***
.24***
.19**
.32***
.11
.29***
.19**
.19**
.12
-.07
.04

.22**
.23***
.13
.22***
.17*
.19**
.19**
.26***
.00
-.04

.38***
-.01
.02
-.12
-.04
-.15*
-.06
.20**
.06

-.07
-.08
-.10
-.13*
-.11
-.15*
.21**
.29***

.40***
.30***
.19*
.27***
.13
-.12
-.02

.16*
.26***
.25**
.37***
-.14*
-.23***

.42***
.56***
.41***
-.44***
-.29***

.33***
.49***
-.31***
-.42***

.54***
-.51***
-.36***

-.37***
-.59***

.52***

* p< .05 **p<.01 ***p<.001

131

Gr12
intrinsic
importance

.50***

Post-school
intrinsic
importance

.20***
Gr12
life satisfaction

Gr12
extrinsic
importance

.47***
.10

.55***

Post-school
life satisfaction

Post-school
extrinsic
importance

Figure 5
Standardised path coefficients for change in life satisfaction with increasing intrinsic
importance, controlling for change in extrinsic value importance (*p<.05, **p<.01,
***p<.001).
The path from life satisfaction in Grade 12 to post-school extrinsic importance was
marginally non-significant (p=.08).

Gr12
intrinsic
success

.45***

Post-school
intrinsic
success

.25***

Gr12
life satisfaction

Gr12
extrinsic
success

.44***
.16**

.31***

Post-school
life satisfaction

Post-school
extrinsic
success

Figure 6
Standardised path coefficients for change in life satisfaction with increasing intrinsic success,
controlling for change in extrinsic value success (*p<.05, **p<.01, ***p<.001).
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Gr12
intrinsic
success

.46***

Post-school
intrinsic
success

.16*

Gr12
positive affect

Gr12
extrinsic
success

.33***

.33***

Post-school
positive affect

Post-school
extrinsic
success

Figure 7
Standardised path coefficients for change in positive affect with increasing intrinsic success,
controlling for change in extrinsic value success (*p<.05, **p<.01, ***p<.001).

Gr12
intrinsic
success

.49***

Post-school
intrinsic
success

-.17**

Gr12
negative affect

.37***

Post-school
negative affect

.16
Gr12
extrinsic
success

.32***

Post-school
extrinsic
success

Figure 8
Standardised path coefficients for change in negative affect with increasing intrinsic success,
controlling for change in extrinsic value success (*p<.05, **p<.01, ***p<.001).
The path from Grade 12 extrinsic success to post-school negative affect was marginally nonsignificant (p=.07).

In all nine models, the strongest relationships were those between Grade 12
values or well-being variables and the same variables measured post-school
(correlated change). Few other significant relationships were found. Contrary to
expectations, there were no significant cross-lag paths from Grade 12 values
dimensions – either intrinsic or extrinsic – to post-school well-being. In other words,
values were not antecedent to well-being during this time period.
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In Figure 8, the path from Grade 12 extrinsic success to post-school negative
affect was marginally non-significant and positive (i.e., greater extrinsic success was
associated with greater negative affect), but there was no corresponding negative path
between intrinsic success and post-school negative affect, which would be expected
according to SDT. There was a marginally non-significant path from intrinsic value
importance to post-school negative affect (Appendix C, Figure 16), but the coefficient
was positive (i.e., greater intrinsic importance was associated with greater negative
affect) and of a similar magnitude to the path from Grade 12 extrinsic importance to
post-school negative affect. The only other links between Grade 12 values and postschool well-being were indirect, mediated either by Grade 12 well-being or by postschool values. For example, Grade 12 extrinsic importance had an indirect effect on
post-school positive affect via its (positive) correlation with Grade 12 positive affect
(Appendix C, Figure 17). Grade 12 intrinsic success had two indirect relationships
with post-school positive affect, via post-school intrinsic success and Grade 12
positive affect respectively, while Grade 12 extrinsic success also had a positive
indirect relationship via Grade 12 positive affect (Figure 7). In summary, we found
no consistent differences between intrinsic and extrinsic values dimensions in terms of
the strength and direction of relationships with concurrent or later well-being.
Hypotheses 5 and 6 were not supported.
In five of the nine models, Grade 12 well-being predicted post-school values.
Grade 12 life satisfaction predicted residual change in post-school intrinsic and
extrinsic importance (Figure 5) and success (Figure 6). Post-school intrinsic success
was also predicted positively by Grade 12 positive affect (Figure 7) and negatively by
Grade 12 negative affect (Figure 8). Finally, there was a marginally non-significant
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link between Grade 12 negative affect and post-school extrinsic pressure (Appendix
C, Figure 19).
It is possible that differences in the relationship between values priorities and
well-being are obscured by assigning some items to broad intrinsic and extrinsic
categories and excluding other items altogether. To examine this issue more closely,
we calculated correlations between the seven values types and the three well-being
components (Table 13). Looking at the concurrent correlation coefficients (i.e., Grade
12 values with Grade 12 well-being, post-school values with post-school well-being),
there were few differences among values types. Positive affect and life satisfaction
were moderately, positively correlated with importance across most types of values in
both years. Creativity values were the main exception; this type did not correlate at
all with positive affect or with Grade 12 life satisfaction. Correlations between
negative affect and importance were negative, as expected, but generally weak and
non-significant across most types. Post-school, those who placed low importance on
health, stimulation and pro-social values experienced more negative affect. Positive
affect was positively correlated with success across most types of values in both years
(with the exception of faith in Grade 12) and life satisfaction was positively correlated
with success for all types post-school and four of the seven types in Grade 12 (except
faith, creativity and order). Those who reported low success at health and stimulation
values in Grade 12 experienced more negative affect, while at the post-school
measure failure to enact values was associated with more negative affect across most
types (except faith). Finally, pressure on pro-social, faith and order values was
associated with lower positive affect and life satisfaction in both years. Pressure was
associated with greater negative affect across almost all values types in both years.
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The longitudinal correlations (i.e., Grade 12 values with post-school wellbeing) were more differentiated according to content. Only power, health, stimulation
and pro-social values had longitudinal correlations with well-being. Those who
reported greater importance and success for these four values types in Grade 12 had
greater positive affect post-school. Success at health, stimulation and pro-social
values was also associated with greater post-school life satisfaction. Pressure on
health values, and failure to success at these values in Grade 12, was associated with
more negative affect post-school. Considering well-being as a possible antecedent,
there were positive longitudinal correlations between Grade 12 life satisfaction and
positive affect and the post-school importance and success of most values types
(except creativity). Grade 12 negative affect was associated with lower post-school
success for health, stimulation and pro-social values.
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Table 13
Correlations (Pearson’s r) among well-being and values types

Cluster of SGP items

Positive affect

Life satisfaction

Negative affect

Grade 12

Post-school

Grade 12

Post-school

Grade 12

Post-school

.24***
.15*
.29***
.18**
-.09
-.13

.14*
.17**
.20**
.26***
-.05
-.11

.08
.07
.23**
.21**
-.15*
-.14*

.03
.13*
.07
.32***
-.10
-.18**

-.03
.05
-.05
-.11
.19**
.21**

.03
.01
.10
-.12*
.12
.28***

Importance Gr12
Importance post-school
Success Gr12
Success post-school
Pressure Gr12
Pressure post-school

.23**
.29***
.28***
.25***
-.11
-.10

.14*
.21***
.16*
.24***
-.06
-.10

.16*
.32***
.17*
.25***
-.13
-.09

.08
.28***
.19**
.28***
-.12
-.13*

-.10
-.15*
-.19**
-.25***
.23**
.12

-.02
-.20**
-.19**
-.18**
.20**
.17**

Stimulation & pleasure
Importance Gr12
Importance post-school
Success Gr12
Success post-school
Pressure Gr12
Pressure post-school

.27***
.21**
.38***
.18**
-.10
-.05

.20**
.23***
.23**
.41***
-.05
-.07

.10
.13
.33***
.24***
-.13
-.03

.06
.23***
.17*
.42***
-.03
-.11

-.06
-.06
-.21**
-.14*
.15*
.10

.00
-.14*
-.05
-.27***
.07
.22***

Creativity & self-expression
Importance Gr12
Importance post-school
Success Gr12
Success post-school
Pressure Gr12
Pressure post-school

.07
.07
.17*
.08
-.16*
-.12

.05
.10
.05
.23***
-.08
-.08

-.01
.07
.07
.12
-.13
-.10

-.02
.16**
-.04
.22***
-.06
-.15*

.12
.11
.02
-.08
.14*
.17**

.11
-.04
.14
-.14*
.06
.30***

Importance Gr12
Importance post-school
Success Gr12
Success post-school
Pressure Gr12
Pressure post-school

.20**
.16*
.26***
.24***
-.14*
-.12

.20**
.20**
.24**
.39***
-.05
-.13*

.16*
.27***
.25***
.32***
-.14*
-.10

.16*
.36***
.15*
.44***
-.02
-.18**

-.00
-.06
-.02
-.18**
.18**
.13

.01
-.19**
-.04
-.28***
.00
.29***

Faith & tradition
Importance Gr12
Importance post-school
Success Gr12
Success post-school
Pressure Gr12
Pressure post-school

.16*
.11
.06
.11
-.19**
-.12

.12
.14*
.08
.15**
-.03
-.13*

.21**
.21**
.06
.17*
-.17*
-.12

.11
.26***
.07
.23***
-.09
-.12*

-.12
-.03
-.01
-.02
.12
.19**

.01
-.11
-.02
-.14
-.01
.27***

.16*
.07
.20**
.18**
-.18**
-.15*

.08
.16**
.03
.19**
-.07
-.14*

.07
.17*
.08
.18**
-.17*
-.09

.05
.27***
-.01
.27***
-.11
-.18**

.01
.01
.03
-.06
.18**
.20**

.10
-.10
.13
-.14*
.01
.22***

Power & sex
Importance Gr12
Importance post-school
Success Gr12
Success post-school
Pressure Gr12
Pressure post-school
Physical health

Pro-social

Order
Importance Gr12
Importance post-school
Success Gr12
Success post-school
Pressure Gr12
Pressure post-school

Note. Ns range from 182 to 290. * p< .05 **p<.01 ***p<.001
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To understand which values contents were most strongly linked to well-being,
regression analyses were carried out using the SGP values types to predict each of the
three well-being components separately. (Only clusters that had correlated with the
relevant well-being variable to at least p <.01 were used in these analyses, to reduce
Type 1 error.) First, we examined concurrent associations (Table 14). In Grade 12,
success at stimulation values was associated with high life satisfaction and positive
affect and low negative affect. Post-school, success at stimulation and pro-social
values was associated with high life satisfaction and positive affect. The findings for
importance and positive affect are consistent with our analyses for intrinsic versus
extrinsic values; that is, placing high importance on pro-social values was no more
strongly or positively associated with well-being than placing importance on power
(marginally significant in Grade 12, t =1.81, p =.071), physical health and stimulation.
Again, associations between pressure and negative affect did not appear to be
differentiated according to contents. Pressure for most values types was linked with
negative affect in both years. The relationship between pressure on creativity values
and post-school negative affect was marginally non-significant, t =1.96, p =.051.
Table 14
Independent contributions of values types to concurrent well-being
Criterion

Predictors

B (SE B)

β

Positive affect Gr12

Importance Gr12:
Pro-social
Power
Stimulation
Health

.06 (.07)
.08 (.05)
.06 (.07)
.06 (.04)

.07
.14+
.09
.10

Success Gr12:
Pro-social
Power
Stimulation
Health
Order

-.06 (.13)
.07 (.09)
.28 (.09)
.08 (.06)
.04 (.09)

-.04
.07
.29**
.11
.04

Importance post-school:
Pro-social
Stimulation
Health
Order

.04 (.07)
.12 (.05)
.06 (.04)
.02 (.04)

.04
.15*
.11
.04

Positive affect Gr12

Positive affect post-school
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Total R2
.10***

.15***

.07***

Criterion
Positive affect post-school

Life satisfaction Gr12

Life satisfaction post-school

Life satisfaction post-school

Life satisfaction post-school

Negative affect Gr12

Negative affect Gr12

Negative affect post-school

Negative affect post-school

B (SE B)

β

-.02 (.09)
.33 (.12)
-.01 (.06)
.05 (.08)
.28 (.07)
.02 (.05)
-.13 (.09)

-.02
.24**
-.01
.04
.29***
.03
-.12

Success Gr12:
Pro-social
Power
Stimulation

.15 (.18)
.08 (.13)
.40 (.13)

.07
.05
.26**

Importance post-school:
Creativity
Pro-social
Faith
Stimulation
Health
Order

-.09 (.06)
.33 (.10)
.06 (.05)
.08 (.08)
.07 (.05)
.05 (.06)

-.10
.25**
.09
.07
.09
.07

Pressure post-school:
Pro-social
Power
Order

-.04 (.06)
-.05 (.05)
-.05 (.05)

-.06
-.08
-.08

Success post-school:
Creativity
Pro-social
Faith
Power
Stimulation
Health
Order

-.06 (.11)
.39 (.16)
.03 (.08)
.12 (.10)
.36 (.10)
.06 (.07)
-.07 (.11)

-.04
.21*
.02
.08
.28***
.06
-.05

Success Gr12:
Stimulation
Health

-.15 (.07)
-.09 (.06)

-.16*
-.12

Pressure Gr12:
Pro-social
Power
Health
Order

-.01 (.05)
.02 (.04)
.07 (.04)
.03 (.05)

-.03
.05
.18+
.07

Success post-school:
Pro-social
Stimulation
Health

-.23 (.10)
-.12 (.07)
-.03 (.05)

-.18 *
-.13+
-.04

Pressure post-school:
Creativity
Pro-social
Faith
Power
Stimulation
Health
Order

.09 (.05)
.07 (.05)
.05 (.03)
.06 (.04)
-.06 (.04)
-.03 (.03)
-.03 (.04)

.20+
.18
.12
.16
-.15
-.08
-.09

Predictors
Success post-school:
Creativity
Pro-social
Faith
Power
Stimulation
Health
Order

Total R2
.20***

.12***

.16***

.04**

.24***

.06**

.06*

.09***

.12***

+p<.10 * p< .05 **p<.01 ***p<.001
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Second, we examined longitudinal associations between Grade 12 values types
and post-school positive affect (Table 15). Positive affect was the only well-being
component used in these analyses because the other well-being components did not
correlate longitudinally with values types to at least p <.01 (see Table 13). At Step 1,
Grade 12 positive affect was entered, and at Step 2, values clusters were entered
separately to see whether each one predicted well-being over and above previous
well-being. Finally, we repeated the longitudinal analysis, entering the values clusters
together at Step 2 to examine their independent relations to residual change in positive
affect over a one-year period. Six equations were tested, based on the values types
and dimensions which most highly correlated with post-school positive affect: prosocial importance and success; stimulation importance and success; power success;
and pro-social, stimulation and power success entered together.
In each of the six analyses, the predictor variables accounted for 22-24% of
the total variance in post-school positive affect (Table 15). Most of this variance was
attributable to Grade 12 positive affect, and in all but one equation the values
variables contributed no significant additional variance. When entered separately at
Step 2, success at enacting pro-social values in Grade 12 predicted post-school
positive affect; that is, final year high school students who had actively valued their
relationships and had lived according to pro-social principles were the happiest as
young adults. However, when entered together, none of the values clusters reached
significance, echoing our earlier findings with the intrinsic and extrinsic categories.
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Table 15
Contributions of values clusters to post-school well-being, controlling for baseline well-being
Criterion

Predictors

B (SE B)

β

∆R2

Step1:Positive affect Gr12
Step 2:Pro-social importance Gr12

.43 (.07)
.07 (.05)

.44***
.10

.22***
.01

Step1:Positive affect Gr12
Step 2:Pro-social success Gr12

.42 (.07)
.20 (.09)

.43***
.15*

.22***
.01*

Step1:Positive affect Gr12
Step 2:Stimulation importance Gr12

.42(.07)
.06 (.05)

.44***
.09

.22***
.01

Step1:Positive affect Gr12
Step 2:Stimulation success Gr12

.43 (.07)
.06 (.07)

.44***
.07

.22***
.00

Step1:Positive affect Gr12
Step 2:Power success Gr12

.42 (.07)
.12 (.08)

.44***
.11

.21***
.01

Step1:Positive affect Gr12
Step 2:
Pro-social success Gr12
Power success Gr12
Stimulation success Gr12

.42 (.07)

.43***

.21***
.02

.19 (.12)
.08 (.09)
-.05 (.09)

.14
.08
-.05

Positive affect post-school

Total R2
.23***

Positive affect post-school

.24***

Positive affect post-school

.22***

Positive affect post-school

.22***

Positive affect post-school

.23***

Positive affect post-school

.24***

* p< .05 **p<.01 ***p<.001
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4.6.2

Valuing overall and well-being
Mean importance correlated with activity and mean success, both concurrently

and longitudinally (Table 16). Participants who placed more importance on values
overall tended to put more values into play and feel more successful in enacting
values. However, pressure was not correlated with either importance or success. That
is, feeling pressured was not associated with finding values less (or more) important
overall, or with less (or more) successful enactment of values. Further, stronger
pressure was associated with more, not less, values-driven activity.
Mean scores for both importance and success were correlated with positive
aspects of well-being (positive affect, life satisfaction) both concurrently and
longitudinally. Activity correlated with life satisfaction but not with the affective
components of well-being. Greater life satisfaction, both in Grade 12 and post-school,
was positively associated with the number of values activated post-school.
Participants who reported higher levels of pressure on their values had poorer
wellbeing overall: less positive affect and life satisfaction and more negative affect.
Hierarchical regression analyses were conducted to examine longitudinal
relationships between values and the three components of well-being (Table 17). At
the first step, the well-being measure (positive affect, life satisfaction or negative
affect) at Grade 12 was entered. At Steps 2 and 3, mean value importance, pressure,
activity and success – measured at Grade 12 and post-school respectively - were
entered. The strongest predictor of post-school positive affect, life satisfaction or
negative affect was that variable measured in Grade 12 (autocorrelation). As a group,
the values variables measured in Grade 12 did not add to the prediction of post-school
well-being over and above well-being in Grade 12. The post-school betas (Step 3)
reflect residualised change from Grade 12 because the Step 2 variables are co-varied.
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As seen in Table 17, residualised change in one or more of the values variables
significantly added to the prediction of change in the well-being variable over time.
Specifically, increasing success at enacting values was associated with increased
positive affect; increasing success and decreasing pressure were associated with
increased life satisfaction; and increasing pressure and decreasing success were
associated with increased negative affect. This finding supports Hypothesis 7.
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Table 16
Correlations (Pearson’s r) among all study variables
Variable

1

2

3

4

5

6

7

8

9

10

1. Importance Gr12
2. Importance post-school
3. Pressure Gr12
4. Pressure post-school
5. Activity Gr12
6. Activity post-school
7. Success Gr12
8. Success post-school
9. Positive affect Gr12
10. Positive affect post-school
11. Life satisfaction Gr12
12. Life satisfaction post-school
13. Negative affect Gr12
14. Negative affect post-school

.54***
.10
.00
.50***
.15*
.48***
.26***
.26***
.19**
.15*
.11
-.01
.05

.08
.06
.29***
.23***
.26***
.44***
.20**
.24***
.26***
.36***
-.02
-.16**

.42***
.27***
.09
-.05
-.03
-.16*
-.06
-.16*
-.07
.20**
.06

.08
.14*
-.03
-.08
-.13*
-.13*
-.11
-.18**
.18**
.30***

.33***
.06
.02
.06
.08
-.04
.08
.08
.05

.06
.05
.04
.05
.15*
.19**
-.05
-.01

.49***
.33***
.22**
.26***
.13
-.08
.01

.24***
.39***
.31***
.45***
-.18**
-.27***

.42***
.56***
.41***
-.44***
-.29***

.33***
.49*** .54***
-.31*** -.51*** -.37***
-.42*** -.36*** -.59*** .52***

* p< .05 **p<.01 ***p<.001
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11

12

13

Table 17
Independent contributions of mean value importance, pressure, activity and success to postschool well-being, controlling for baseline well-being
Positive affect
∆R2
ß
.22***
.46***

Post-school well-being
Life satisfaction
∆R2
ß
.30***
.54***

Negative affect
∆R2
ß
.25***
.50***

Step 2
Importance Gr12
Pressure Gr12
Activity Gr12
Success Gr12

.02

.01

.01

Step 3
Importance post-school
Pressure post-school
Activity post-school
Success post-school
Total R2
n

.09**

Predictor
Step 1
Well-being in Gr12

.06
-.03
.09
.07

.02
.04
.05
.03
.11***

.15
-.11
-.06
.21*
.32***
164

.00
-.07
.03
.04
.12***

.16
-.21**
-.02
.22*
.42***
164

-.02
.23**
-.02
-.28**
.38***
164

* p< .05 **p<.01 ***p<.001

This analysis strategy is a conservative test because it focuses on the independent
contribution of each values dimension, controlling for the other dimensions. Although
the diagnostic statistics generated for these analyses did not indicate any problems with
multi-collinearity, there was a possibility that temporal effects of individual values
dimensions on later well-being (Step 2 in Table 17) may have been masked because of
correlations between the values variables. Therefore, a second set of hierarchical
regression analyses predicting the three components of well-being was run, with one
Grade 12 values dimension entered separately at Step 2 to avoid collinearity. No
significant longitudinal effects were found; that is, Grade 12 values did not predict later
well-being, controlling for Grade 12 well-being. Therefore, Hypothesis 8 was not
supported.

4.6.3

Moderation effects
The moderation analyses were conducted using the technique described by Aiken

and West (1991). Centred variables were created by subtracting group means from the

145

raw scores for the values dimensions. These were entered into three-step hierarchical
regression analyses, with the values dimensions (for Hypothesis 9, pressure and success;
for Hypothesis 10, importance and success) entered separately at Steps 1 and 2 and the
cross-product (pressure x success; importance x success) at Step 3. A similar approach
was used for an exploratory analysis to investigate whether the relationship between
success and well-being depended on levels of activity. No specific hypothesis was stated
as existing evidence is mixed. For each hypothesis and the exploratory analysis, six sets
of analyses were conducted, one for each criterion variable based on the three
components of SWB (life satisfaction, positive affect, negative affect) measured at two
time points (Grade 12, post-school). Note that the beta coefficients in Tables 16, 17 and
18 are derived from a second set of analyses using z-scores for all predictors and the
criterion variable, as the standardised regression coefficients in the analyses with centred
variables are not meaningful (Tabachnick & Fidell, 2007).
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Table 18
Multiple regression analyses predicting well-being from success and pressure
Criterion

Predictors

B (SE B)

β

∆R2

Success Gr12
Pressure Gr12
Success x pressure

.49 (.10)
-.07 (.03)
-.01 (.05)

.32***
-.13*
-.02

.11***
.02*
.00

Success post-school
Pressure post-school
Success x pressure

.57 (.08)
-.05 (.03)
-.03 (.04)

.39***
-.10
-.04

.15***
.01
.00

Success Gr12
Pressure Gr12
Success x pressure

.60 (.15)
-.11 (.05)
-.03 (.08)

.27***
-.14*
-.02

.07***
.02*
.00

Success post-school
Pressure post-school
Success x pressure

.93 (.11)
-.10 (.04)
.01 (.06)

.45***
-.15**
.01

.20***
.02**
.00

Success Gr12
Pressure Gr12
Success x pressure

-.11 (.10)
.09 (.03)
.04 (.05)

-.08
.19**
.05

.01
.03**
.00

Success post-school
Pressure post-school
Success x pressure

-.38 (.08)
.13 (.02)
-.00 (.04)

-.27***
.28***
-.00

.07***
.08***
.00

Positive affect Gr12

Total R2
.12***

Positive affect post-school

.16***

Life satisfaction Gr12

.08***

Life satisfaction post-school

.22***

Negative affect Gr12

.04*

Negative affect post-school

.15***

Note. Predictor variables are centred. * p< .05 **p<.01 ***p<.001

In five of the six equations, pressure was an independent predictor of well-being,
over and above success (Table 18). However, none of the interaction terms reached
significance, indicating that the moderation hypothesis was not supported. That is, the
relationship between well-being and success did not vary as a function of pressure.
Similarly, for activity and success, the interaction term did not reach significance,
indicating that the relationship between well-being and success did not alter depending on
the number of values activated (Table 19). Activity was an independent predictor only
for post-school life satisfaction. The lack of an independent contribution by activity for
most of the well-being variables is not due to significant overlap in these constructs, as
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activity and success are not correlated (Table 16) and regression diagnostic statistics did
not indicate any problems with multi-collinearity.
Table 19
Multiple regression analyses predicting well-being from activity and success
Criterion

Predictors

B (SE B)

β

∆R2

Success Gr12
Activity Gr12
Success x activity

.49 (.10)
.01 (.01)
-.01 (.02)

.33***
.06
-.06

.11***
.00
.00

Success post-school
Activity post-school
Success x activity

.60 (.08)
.01 (.01)
-.01 (.02)

.40***
.04
-.04

.15***
.00
.00

Success Gr12
Activity Gr12
Success x activity

.60 (.16)
-.00 (.02)
-.00 (.03)

.27***
-.02
-.00

.07**
.00
.00

Success post-school
Activity post-school
Success x activity

.93 (.11)
.03 (.01)
-.01 (.03)

.45***
.19**
-.04

.20***
.02**
.00

Success Gr12
Activity Gr12
Success x activity

-.12 (.10)
.01 (.01)
.01 (.02)

-.09
.08
-.04

.01
.00
.00

Success post-school
Activity post-school
Success x activity

-.41 (.08)
.00 (.01)
.03 (.02)

-.30***
.03
.13

.07***
.00
.01

Positive affect Gr12

Total R2
.11***

Positive affect post-school

.15***

Life satisfaction Gr12

.07**

Life satisfaction post-school

.22***

Negative affect Gr12

.01

Negative affect post-school

.08

Note. Predictor variables are centred. * p< .05 **p<.01 ***p<.001

For importance and success, three of the six interaction terms reached significance
(Table 20). Success moderated the relationship between importance and life satisfaction
in both years, and the relationship between importance and negative affect post-school.
These three significant interactions were plotted (Figures 8 to 10).
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Table 20
Multiple regression analyses predicting well-being from importance and success
Criterion

Predictors

B (SE B)

ß

∆R2

Importance Gr12
Success Gr12
Importance x success

.28 (.06)
.36 (.11)
.08 (.10)

.31***
.24**
.05

.08***
.05**
.00

Importance post-school
Success post-school
Importance x success

.24 (.06)
.51 (.09)
-.09 (.08)

.24***
.35***
-.05

.06***
.10***
.00

Importance Gr12
Success Gr12
Importance x success

.30 (.10)
.50 (.17)
.38 (.16)

.22**
.22**
.16*

.04**
.04**
.02*

Importance post-school
Success post-school
Importance x success

.50 (.08)
.74 (.12)
-.22 (.11)

.36***
.36***
-.09*

.13***
.10***
.01*

Importance Gr12
Success Gr12
Importance x success

-.04 (.06)
.10 (.11)
-.10 (.10)

-.05
-.07
-.07

.00
.00
.00

Importance post-school
Success post-school
Importance x success

-.15 (.05)
-.35 (.09)
.23 (.08)

-.16**
-.25***
.14**

.03**
.05***
.03**

Positive affect Gr12

Total R2
.13***

Positive affect post-school

.16***

Life satisfaction Gr12

.10***

Life satisfaction post-school

.25***

Negative affect Gr12

.01

Negative affect post-school

.10***

Note. Predictor variables are centred. * p< .05 **p<.01 ***p<.001
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Figure 9
Relationship between Grade 12 importance and life satisfaction at two levels of success: one
standard deviation above the mean (high success) and one standard deviation below the mean
(low success).

Figure 10
Relationship between post-school importance and life satisfaction at two levels of success: one
standard deviation above the mean (high success) and one standard deviation below the mean
(low success).
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Figure 11
Relationship between post-school importance and negative affect at two levels of success: one
standard deviation above the mean (high success) and one standard deviation below the mean
(low success).

Figure 9 shows that in Grade 12, there is a positive relationship between

importance and life satisfaction at high levels of success (Y = .43*X + 4.96), and no
relationship at low levels of success (Y = -.02X + 4.50). The interaction is disordinal,
with a crossing point at 1.08 SD below the mean of X. This means that for participants
with low overall value importance (mean rating of 5.70 or below), those who succeed in
enacting their values report lower life satisfaction compared with those who do not
successfully enact (unimportant) values. Post-school (Figure 10), there is a positive
relationship between importance and life satisfaction at low levels of success (Y =
.38***X + 4.79) and no relationship at high levels of success (Y = .11X + 5.69). The
interaction is ordinal within meaningful values of X (the crossing point is 4 SD above the
mean). Figure 11 shows a negative relationship between importance and negative affect at
low levels of success (Y = -.14*X + 2.16) and no relationship at high levels of success (Y
= .13X + 1.72). The interaction is disordinal, with a crossing point at 1.85 SD above the
mean of X. For participants with high overall value importance (mean rating 8.45 or
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above), those who are highly successful at enacting values report more negative affect on
average than those who are less successful.
4.6.4

Well-being as antecedent to valuing
To test the hypothesis that well-being is a resource which promotes valued action,

four sets of hierarchical regression analyses were conducted (Table 21). At the first step,
the value measure (mean importance, pressure, activity or success) at Grade 12 was
entered. At Steps 2 and 3, the well-being variables – measured at Grade 12 and postschool respectively - were entered. As shown in Table 21 (Step 2), life satisfaction
measured in Grade 12 was an independent longitudinal predictor of post-school value
importance, activity and success, controlling for baseline life satisfaction. That is, life
satisfaction predicted residual change in these variables. At Step 3, residual change in the
well-being variables correlated with residual change in values. Increasing positive affect
and life satisfaction (relative to Grade 12) were independently associated with increased
importance; increasing negative affect was associated with increased pressure; and
increasing life satisfaction was associated with increased success in enacting values.

Table 21
Independent contributions of positive and negative affect and life satisfaction to post-school mean
value importance, pressure, activity and success, controlling for baseline value dimensions
Importance
∆R2
ß
.30***
56***

Pressure
∆R2
.18***

Step 2
Positive affect Gr12
Life satisfaction Gr12
Negative affect Gr12

.04*

.01

Step 3
Positive affect post-school
Life satisfaction post-school
Negative affect post-school
Total R2
n

.06**

Predictor
Step 1
Value in Gr12

* p< .05 **p<.01 ***p<.001
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.04
.26**
.11
.07**

Success
∆R2
.26***

33***
.05*

.00

.04
.23*
.02
.10***

.04
.04
.02
.16***
166

ß
51***

.15
.29**
.02

.01
-.14
.22*
.26***
165

ß

.05*
-.14
.05
-.03

.15
.22*
.05
.40***
166

Post-school values
Activity
ß
∆R2
.11***
.42***

.11
.20*
.15
.41***
164

4.7

Discussion
A major task of late adolescence and emerging adulthood involves selecting goals

consistent with values and future roles (Arnett, 2000; Salmela-Aro, 2009). The choices
young people make in prioritising certain values may have implications for their wellbeing (Kasser & Ryan, 1993, 1996; Dahl et al., 2009). Having many important values
overall, and successfully pursuing values-congruent goals, have been proposed as sources
of happiness (Diener, 1984; Lyubomirsky, Sheldon & Schkade, 2005; Sheldon, 2008).
Conversely, happiness can be seen as an asset which promotes positive outcomes
(Lyubomirsky et al., 2005a) including the ability to live according to one’s values
(Sheldon, 2008). In this part of the thesis, we examined the role of values priorities by
modelling the relative contributions of intrinsic and extrinsic contents to later well-being.
Moderation analyses were conducted to see whether the relationship between committed
action and well-being varied as a function of either pressure or importance. We also
tested whether valuing in general was antecedent to, or a consequence of, well-being
across the transition from high school to adult life. We examined four dimensions of
values: importance and activity (values clarification), pressure (values regulation), and
success (committed action).
Contrary to our expectations, relationships between values dimensions and wellbeing did not vary according to the importance, success or pressure ratings for intrinsic
versus extrinsic contents. Placing higher importance on intrinsic values, and experiencing
greater success in enacting intrinsic values, was no more strongly related to well-being
than extrinsic importance or success. Pressure on intrinsic, but not extrinsic, values was
related negatively to post-school life satisfaction and positively to negative affect but
these relationships were indirect, mediated by post-school intrinsic pressure.
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In line with the SDT approach, values contents that could not be categorised as
either intrinsic or extrinsic were excluded from those calculations. However, values such
as faith, creativity, stimulation and order may still have differential relationships with
well-being. Therefore, we calculated correlation coefficients between the seven types of
values derived from a cluster analysis of the SGP and the three components of well-being.
These types differ from the intrinsic/extrinsic categories in some important respects. For
example, the pro-social values type comprises eight items that would clearly be classified
as “intrinsic” in the SDT scheme, such as friendship, honesty, loyalty, love and concern
for justice. It also, however, includes items relating to conformity that would be
classified as “extrinsic”, and other items that cannot be classified, such as those relating to
achievement and productive work.
There were few differences among the values types in their correlations with wellbeing. Importance and success ratings for most values types were positively correlated
with life satisfaction and positive affect in both years. The weakest and most inconsistent
correlations were for creativity and faith values. Negative affect was not strongly related
to importance or success ratings for most types, with two exceptions: those who failed to
enact health and/or stimulation values post-school were unhappy. However, negative
affect was positively associated with pressure across almost all values types in both years.
Pressure on pro-social, faith and order values was associated with lower life satisfaction
and positive affect. Looking longitudinally, those with higher importance and success
ratings for health, stimulation and pro-social values in Grade 12 had higher positive affect
and life satisfaction post-school, while pressure on health values in Grade 12 was
associated with more negative affect post-school. Overall, there were no consistent
patterns suggesting an intrinsic/extrinsic distinction in the relationships between values
types and well-being. Instead, the strongest relationships appeared to involve health,
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stimulation and pro-social values, with generally weaker relationships for faith and
creativity. Regression analyses confirmed that the happiest people in Grade 12 were
those who succeeded at stimulation values, while success at stimulation and/or pro-social
values was associated with higher well-being post-school. Longitudinally, pro-social
values in Grade 12 predicted post-school well-being, controlling for earlier well-being.
However, this relationship was non-significant when other values types were controlled
for.
According to both ACT and SDT, placing high importance on socially contingent
goals is unhealthy and successful pursuit of such goals is unlikely to bring lasting or
genuine satisfaction (Dahl et al., 2009; Deci & Ryan, 2000). A considerable body of
research in SDT (reviewed above) has supported this hypothesis. Nevertheless, in our
sample there were no consistent differences between intrinsic and extrinsic values
dimensions in terms of the strength or direction of relationships with well-being. Further,
we found that the values types with the strongest relationships to well-being were a
combination of intrinsic and extrinsic items (pro-social), were extrinsic (power) or could
not be classified either way (health, stimulation). Our findings could be attributable, at
least in part, to differences in measurement approach as we did not use the Aspirations
Index as in previous SDT studies, but a new instrument that was not specifically designed
for examining intrinsic versus extrinsic priorities. Due to differences in scoring methods
for the two questionnaires, we measured absolute rather than relative importance,
pressure and success for intrinsic and extrinsic values. Nevertheless, our approach –
treating extrinsic and intrinsic values as separate constructs rather than subtracting the
former from the latter – was based on a key SDT study (Niemiec et al., 2009). We used a
similar technique, namely a panel design examining the influence of intrinsic values
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while controlling for extrinsic values, and we would have expected to replicate their
findings.
A further explanation may lie in the particular social and developmental context of
our participants, who were in transition from their final year of high school to their first
year of adult life. At this time, values such as achievement (which is incorporated in the
pro-social values type) and stimulation may be developmentally normative, given the
emphasis on succeeding at final exams and gaining entry to desired university courses,
and the newfound freedom associated with driving licences, attaining the legal age for
drinking alcohol, planning “gap year” travel and so on. According to the life-span model
of development, developmentally normative goals are the most appropriate targets for
striving as failure to value and achieve such goals is likely to diminish well-being
(Salmela-Aro, 2009). This point will be discussed in more depth in Chapter 5.
We also tested a number of hypotheses relating our global indices of valuing to
well-being. We found that life satisfaction in Grade 12 was antecedent to increasing
value importance, activity and success from Grade 12 to one year post school. Having
high life satisfaction means people have compared their lives favourably with an internal
(subjective) ideal standard of a “good life” (Diener et al., 1985). Our results suggest that
adolescents who experience high life satisfaction are more likely to find things important,
engage in valued activity and succeed in living according to their values as they move
beyond high school. If young people are to find the sense of meaning and direction that
values provide, they need not only to succeed in their final year of school, they also need
to feel satisfied with their lives.
Our study adds to a small body of previous research examining a reciprocal model
of influence between values and well-being in emerging adulthood, an important
developmental period during which values-driven goal pursuit shapes identity. At the age
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of 27 or 28, participants in one study reported on whether they had achieved their
educational, marital and parenthood goals (Messersmith & Schulenberg, 2010).
Attainment – of marital goals only – was predicted by higher life satisfaction, self-esteem
and satisfaction with self at age 18. Low levels of depression and high self-esteem
predicted increasing interest in achievement and marriage goals respectively, over the
next two years (Salmela-Aro & Nurmi, 1997). In turn, increased interest in these goals
predicted increasing self-esteem in subsequent years. Similarly, progress towards selfnominated goals during their first semester of college completely mediated the
relationship between students’ initial adjustment and their well-being in their final year
(Sheldon, 2008).
Our findings are consistent with research demonstrating the benefits of positive
emotion (Lyubomirsky et al., 2005a). Broaden-and-build theory provides an explanation
for our finding that well-being precedes valued action. Positive emotions are adaptive
because they enable an individual to broaden attention and behavioural repertoires, and
facilitate generativity and flexibility in action (Frederickson & Branigan, 2005). Young
people who have high levels of positive emotions are more likely to be able to meet life’s
challenges and opportunities, and thus build high life satisfaction (Cohn, Fredrickson,
Brown, Mikels & Conway, 2009). In turn, life satisfaction facilitates valued action. We
found that values were predicted by life satisfaction but not positive emotion: the former
relationship is more direct, and would be expected to be stronger, than the latter. Future
research with measures at (at least) three time points could test this mediational model.
Most previous research on value importance and goal attainment has treated
values as precursors to well-being. Consistent with this view, we found positive
correlations between Grade 12 value importance and success and post-school positive
affect. However, these associations became non-significant when baseline well-being
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was controlled for in regression. Because our baseline measure of values was six months
after our baseline measure of well-being, it is possible that life satisfaction changed over
the first six-month period, leading to changes in value importance that we could not
detect. In short, we do not have a definitive test of this model, and therefore it is still
possible that values are antecedent to well-being, as found in previous studies.
Residual change in valued action was correlated with residual change in
subjective well-being. Participants who reported increased success at enacting values
also reported increased positive affect; increasing success and decreasing pressure were
associated with greater life satisfaction; and increasing pressure and decreasing success
were associated with greater negative affect. In other words, emerging adults who placed
more importance on their values, perceived less social pressure, and increasingly enacted
their values experienced more happiness, less sadness and a more satisfying life in the
year following their transition from high school. This finding supports the traditional
view that commitment to personally relevant values and goals is important for a
successful transition to adulthood (Cohen & Cohen, 2001). It also supports the use of
values as a focus for ACT, including the possibility that well-being may be a useful “side
benefit” associated with valued action. In ACT, the goal of therapy is not (explicitly)
symptom control but committed action in line with one’s values. Valued action may well
improve concurrent happiness, but future happiness will depend on continued valued
action. That is, if living according to values has benefits, these will be experienced in the
moment. According to positive psychology, those moments of happiness will help build
lasting personal resources such as resilience which will, in turn, promote further valued
action. Continual values-congruent effort is necessary, however, in order to maintain
gains (Sheldon et al., 2010). In this respect, the two perspectives are complimentary, and
our findings are consistent with both.
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Our study also addressed a number of basic questions about the relationship
between mean value importance, values-driven activity, successful enactment and wellbeing. As in previous studies, participants were more likely to enact values if they
considered them highly important (Brunstein, 1993; Niemiec et al., 2009; Salmela-Aro &
Nurmi, 1997). Correlation analyses showed that the higher importance a young person
placed on their values overall, and the more they succeeded in enacting their values, the
greater their life satisfaction and positive emotion. Higher total activation of values postschool was also positively associated with life satisfaction, although not with the affective
components of SWB. Activity did not moderate the relationship between success and
well-being. The finding that successful enactment was associated with enhanced wellbeing, regardless of the number of values activated, suggests that therapy focusing on the
activation of a few, highly important values will be beneficial for most clients.
Moderation analyses showed that the relationship between importance and wellbeing varied according to how successfully the values were enacted. In Grade 12, life
satisfaction and importance were positively related at high levels of success, but not at
lower success. This finding was consistent with the hypothesis that having many
important values is especially beneficial when one also puts them into play in one’s life.
However, at the post-school measure the two significant interaction terms indicated an
unexpected relationship. The relationship between importance and well-being (higher life
satisfaction and lower negative affect) was stronger at low levels of success. As our
participants became young adults, those who had particularly high scores for value
importance and were highly successful at enacting their values reported more negative
affect than their peers who also had many important values but were less successful at
putting values into play. This finding is difficult to explain, but it might relate to recent
research that suggests that trying to pursue several important goals simultaneously can be
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a burden. Young adults striving towards both career and relationship goals had higher
rates of psychopathology than their peers who pursued these goals sequentially (Skaletz
& Seiffge-Krenke, 2010).
The ACT model acknowledges that in order to take valued action, an individual
may have to come into contact with painful experiences or make difficult choices
between competing alternatives (Dahl et al., 2009; McKay et al., 2010). Positive
psychology research has also shown that a meaningful life is not necessarily a happy one
(Baumeister, Vohs, Aaker & Garbinsky, 2013). The concept of “meaning in life” is
closely related to values; it is derived from activities consistent with values, which in turn
are based in culture and language. Pursuing meaning is akin to valued action, because it
involves working towards a highly desirable future outcome which is pursued “even
though the present activities might be unpleasant” (Baumeister et al., 2013, p. 506).
Using data from an online survey of 397 adults, Baumeister and colleagues looked for
activities that correlated with either happiness or meaningfulness, while controlling for
the other variable. They found distinct patterns of behaviour associated with meaning but
not happiness, and vice versa. Helping others, spending time with loved ones, and (for
parents) caring for children were all associated positively with meaningfulness, but not
with happiness. Negative life events, stress, worry and time spent reflecting on past
struggles and challenges were also positively related to meaning, but negatively related to
happiness. According to the study’s authors, their findings indicate that “people will
pursue meaningfulness even at the expense of happiness” (Baumeister et al., 2013,
p.511). Our results appear to support this idea, although further research and replication
are needed to confirm our preliminary findings.
High levels of pressure were correlated with high negative affect and low positive
affect and life satisfaction. Placing priority on certain values in order to avoid guilt or
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shame or to gain approval from other people can lead to suffering (Zettle, 2007).
Pressure was not, however, correlated with importance or success. Those who felt strong
social pressure on their values were no more or less likely to consider those values
important, or to act upon them, than those who felt less pressured. The internalised
motivation that develops with age and training does not necessarily eliminate a sense of
social pressure on values (Hayes et al., 1998) or aversive control over valued action
(Plumb et al., 2009). Just like children and adolescents, adults are subject to many social
rules and may follow them because they feel they are important and useful, and because
they want to gain approval or avoid punishment. Thus it seems entirely possible that an
emerging adult could adopt a value as personally important and perform value-congruent
behaviours successfully, while remaining aware of social expectations regarding that
value.
Some theorists (e.g., Sheldon, 2001) argue that achieving a pressured goal brings
little joy and studies have consistently demonstrated links between external control over
goals and poor outcomes, including reduced well-being (Deci & Ryan, 2000; Sheldon et
al., 2004). We expected the relationship between success and well-being to weaken or
break down under conditions of strong pressure. However, our moderation analyses did
not support this hypothesis. Although pressure contributed to the prediction of well-being
in five of six regression analyses, the interaction of success and pressure was not a
significant independent predictor. Among our participants, succeeding at values was
associated with well-being, no matter how pressured those values might be. This may
reflect the developmental stage of our participants, who as high school students were
cocooned in a highly controlled and homogeneous environment with little opportunity to
select and enact their own values. In such an environment, acquiescing to social pressure
by enacting socially desirable values might be adaptive, promoting better relationships
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and greater social support, although with costs in terms of greater negative affect and
reduced life satisfaction. It is notable that pressure decreased on average across the
transition to post-school adult life, accompanied by an average increase in life satisfaction
and a decrease in negative affect. Our findings suggest that pressure is a distinct
dimension of values and has a unique relationship with well-being, over and above
importance and goal attainment which are more commonly measured. Future research
with the SGP could specifically examine the relationship between values pressure, wellbeing and social support at different life stages.
4.7.1

Conclusions
Young people with the highest levels of life satisfaction in Grade 12 reported

increasing value importance, more values-driven activity and greater success in enacting
their values as they moved into adult life. Change in well-being was correlated with
change in values. Strong perceived pressure on values was associated with lower wellbeing, but was independent of mean importance and valued action. Our finding that wellbeing is antecedent to greater values importance, activity and success builds on a small
body of literature exploring the interaction of these constructs in promoting healthy
development and a meaningful, satisfying life for emerging adults. The next chapter
brings together these findings with those from Chapter 3 to test a combined model of
relationships between parenting styles, well-being and valuing.
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LIFE SATISFACTION AS MEDIATOR OF PARENTING-VALUES LINK
Chapter 3 examined the link between perceived parenting styles and valuing, and
Chapter 4 explored relationships between valuing, valued action and well-being. In this
chapter we seek to bring the three variables together in the context of a single model.
5.1

Parenting and well-being
There is an extensive literature on relationships between parenting styles and

adolescent well-being, defined broadly in terms of many measures of adjustment and
achievement (see Steinberg, 2000, for a review). Most relevant to the current study,
adolescents who have received authoritative parenting report less depression and anxiety
than those who received permissive or authoritarian parenting (Steinberg, 2000). Until
the early part of this century, no studies had directly examined relationships between
authoritative parenting and positive measures of adolescent well-being, such as life
satisfaction (Suldo & Huebner, 2004). In one study, adolescents at three middle schools
and two high schools in the US rated their own life satisfaction and problem behaviours
and their parents’ supportiveness, strictness/supervision and psychological autonomy
granting (i.e., the three dimensions of authoritative parenting, measured separately). In
regression analyses controlling for race, SES, gender, age and family structure, each
dimension of authoritative parenting made a unique, significant contribution to the
prediction of students’ life satisfaction (Suldo & Huebner, 2004). Life satisfaction
partially mediated relations between dimensions of authoritative parenting and
internalising and externalising behaviours. Recent studies comparing different parenting
styles have demonstrated that authoritative parenting is the most consistent, positive
predictor of adolescent life satisfaction (Milevsky, Schlechter, Netter & Keen, 2007;
Raboteg-Saric & Sakic, 2013).
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Authoritative parenting is also thought to create an emotional climate in which
children and adolescents are more receptive to parental influence (Steinberg, 2000). In
Chapter 3, we used the literature to develop hypotheses relating values and parenting
styles and tested these with data from our sample of emerging adults. We found that
authoritative parenting in Grade 7 and Grade 12 predicted increases in mean value
importance and success from Grade 12 to post-school. In particular, authoritative
parenting predicted increases in importance and successful enactment of intrinsic values,
controlling for change in extrinsic values. Further, increasingly authoritative parenting
was correlated with decreasing pressure for all values. Given the established links
between authoritative parenting and well-being, it is possible that any of the relationships
we observed may in fact be mediated by well-being. Therefore, as a final step in
clarifying the relationships among these three variables, we developed and tested models
combining values with perceived authoritative parenting and well-being.
5.1.1

Hypothesis
Authoritative parenting is likely to promote high levels of well-being. Given that

we found in Chapter 4 that life satisfaction is antecedent to values, then life satisfaction
may mediate the parenting-values relationship.
12.

Longitudinal relationships between perceived parenting styles and post-school
values dimensions will be mediated by Grade 12 life satisfaction.

5.2

Results
Life satisfaction was considered as a possible mediator of relationships between

Grade 7 parenting and post-school values, established in Chapter 3. Life satisfaction was
selected because this well-being component was an independent longitudinal predictor of
post-school value importance, activity and success (Table 22). Associations between
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well-being and values did not vary according to whether values were intrinsic or extrinsic
(see above); hence, we focused on global indices of valuing. Mediation was tested using
an SPSS macro which generates estimates of indirect effects using bootstrapping, which
makes no assumptions about the normality of the distributions of variables (Preacher &
Hayes, 2004). This technique tests the hypothesis that there is no difference between the
total effect and the direct effect. Confidence intervals were derived from 1000 bootstrap
samples. The indirect effect is the mean effect computed over 1000 samples from the
original data, with replacement, and the standard error of the indirect effect is the standard
deviation of the 1000 estimates. If the confidence interval does not include zero, the
indirect effect is significantly different from zero at p<.05 (two-tailed; Preacher & Hayes,
2004).
Table 22
Bootstrap results for indirect effects of authoritative parenting on post-school values mediated by
Grade 12 life satisfaction
Path coefficients (unstandardised)
Values
measure

Parenting
measure

C

a

b

c'

Mean
indirect
effect (SE)

N

95% confidence
interval indirect effect
Lower
Upper
limit
limit

Importance
Grade 7
Grade 12

192
225

.33**
.47***

.39*
.63***

.12**
.09*

.28**
.41***

.05 (.02)*
.06 (.03)*

.0043
.0056

.1041
.1188

Grade 7
Grade 12

190
223

-.18
-.35*

.40**
.62***

-.18*
-.09

-.11
-.30

-.07 (.05)
-.05 (.05)

-.1889
-.1632

.0003
.0370

Grade 7
Grade 12

190
223

.17*
.27***

.40**
.62***

.12***
.09**

.12
.21***

.05 (.02)*
.06 (.02)*

.0085
.0192

.0972
.0997

Pressure

Success

* p< .05 **p<.01 ***p<.001. Note. (a) parenting to life satisfaction, (b) life satisfaction to values measure,
controlling for parenting, (c) total effect of parenting on values measure, (c’) direct effect of parenting on
values measure controlling for life satisfaction.

Table 22 presents the unstandardised coefficients for the paths between: (a)
parenting and life satisfaction; (b) life satisfaction and values, controlling for authoritative
parenting; (c) total effect of authoritative parenting on values; and (c’) direct effect of
authoritative parenting on values, controlling for life satisfaction. The indirect effect is
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the difference between the total and direct paths (c-c’). In four of the six models, the
indirect effects were significant, indicating that life satisfaction mediated the relationships
between authoritative parenting (Grade 7 and Grade 12) and post-school importance and
success. The c and c’ path coefficients in Table 22 demonstrate mediation according to
the traditional criteria (Baron & Kenny, 1986), with reductions in the size of the path
coefficient from authoritative parenting (Grade 7 and Grade 12) to value importance
when life satisfaction was included in the model. The relationship from Grade 12
authoritative parenting to value success was also partially mediated by life satisfaction, as
the direct path c’ remained significant. The path from Grade 7 authoritative parenting to
success was reduced to non-significance when life satisfaction was added, indicating full
mediation. There was no significant total effect of Grade 7 authoritative parenting on
post-school pressure and thus the indirect effect was also non-significant. The path from
Grade 12 life satisfaction to post-school pressure (controlling for Grade 12 parenting) was
non-significant, hence there was no significant indirect effect between Grade 12
authoritative parenting and post-school pressure.
5.3

Discussion
The relationship between authoritative parenting and positive outcomes, including

adjustment, is well established. Therefore, we considered whether any longitudinal
relationships between perceived parenting and values might be due to parenting’s effects
on well-being. We found that Grade 12 life satisfaction partially mediated relationships
between authoritative parenting (Grade 7 and Grade 12) and post-school importance, and
between authoritative parenting (Grade 12) and post-school success. The relationship
between Grade 7 authoritative parenting and post-school success was reduced to nonsignificance when life satisfaction was added, indicating full mediation. Two models
predicting post-school pressure did not support the mediation hypothesis.
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Our findings reinforce the view that authoritative parenting creates a positive
family climate in which adolescents are more likely to accept and endorse pro-social
values (Eisenberg & Valiente, 2002; Padilla-Walker et al., 2012b). Parenting which
provides sufficient support, supervision and autonomy-granting is linked longitudinally
with greater well-being among older adolescents, which in turn is associated with later
valuing and valued action. Findings are discussed in more detail in the final chapter of
this thesis.
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GENERAL DISCUSSION
Values influence behaviour by establishing abstract or remote consequences, or
altering the power of existing consequences. Although they themselves are not
achievable, values provide a sense of direction, guiding choices between alternative
courses of action and highlighting personally appropriate goals. Identifying an
individual’s values and encouraging valued action is a central purpose of ACT. It is
therefore of great interest to understand what people of different ages value, how values
develop and change, what factors might promote or inhibit valued action, and how valued
action relates to well-being.
This thesis explored values development and well-being in a group of young
Australians from their final year of high school to around the end of their first post-school
year. Parenting provides an influential context for values development. Authoritative
parenting was expected to have stronger and more positive links to values development
than the other parenting styles: authoritarian and permissive. Valuing and valued action
were, in turn, expected to predict improvements in well-being. Previous research has
suggested that some values are more beneficial than others, so we investigated
relationships between well-being and different values contents as well as overall valuing,
perceived social pressure on values, and success in enacting values. We also explored the
possibility, recently raised in positive psychology and consistent with the ACT model,
that well-being represents a resource that individuals can draw on in undertaking valued
action.
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6.1

What did our participants value?
Our results shed some light on what matters to young people at the transition from

high school and how values change at this time. Consistent with research in SDT (Deci
& Ryan, 2000), intrinsic values were rated as more important on average, were more
likely to be successfully enacted, and were less pressured, compared with extrinsic
values. However, using only the intrinsic and extrinsic categories excluded a wide range
of values which turned out to be important to this age group. In the last year of high
school and the following year, the most important values types were stimulation, which
covers content relating to leisure, adventure, novelty-seeking and enjoyment of life, and
pro-social, which includes a wide range of content including relationships, achievement,
productivity, service and security. Least important to our participants were the faith and
tradition values and the materialistic and power values.
In Grade 12, there were no gender differences for most aspects of valuing, with
one exception: power was more important to males than to females. Although this
specific difference in power values disappeared at the post-school measure, males placed
significantly less importance than females on intrinsic values. Creativity and pro-social
values were more important to females than males at the post-school measure, whereas
males reported greater success in enacting health-related values. These findings are
consistent with previous research that identified gender differences in values hierarchies
across cultures (Schwartz & Rubel, 2005). On average, men gave higher priority than
women to extrinsic values such as power, stimulation and hedonism, and also
achievement. Women placed higher importance on (intrinsic) benevolence and
universalism values. Self-direction values, which are intrinsic, were more important on
average to men than to women (Schwartz & Rubel, 2005). Similar patterns of values
priorities have been found among male and female high school students in Australia
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(Astill et al., 2002). It should be noted that the gender differences found in previous
research were small and explained less variance in values than other influences such as
culture and age (Schwartz & Rubel, 2005). Gender differences in our study were also
minor, and there were no gender differences in mean levels of importance, activity,
pressure or success. It is interesting that differences in priorities tended to emerge after
participants left high school, suggesting there might have been little opportunity in the
environment for them to be expressed previously.
One way of looking at what is developmentally normative is to ask young people
to nominate the goals that are important to them. Several studies using this idiographic
technique have come up with lists of values and sets of priorities similar to our findings.
For example, among Finnish university students at the transition to work (average age 24
years), education, work and leisure goals received the highest priority, with family at fifth
place and other human relationships at seventh place in a list of nine goal categories.
Materialistic “property” goals were mentioned relatively rarely (Nurmi & Salmela-Aro,
2002). Among Dutch high school students (aged 16-19), the vast majority (96.5%)
nominated at least one relationship goal, while future trajectory goals and education goals
were also frequently mentioned (88.4% and 70.2% of the sample, respectively).
Appearance-related “body” goals were also relatively common (76.5%) but only 14.1%
of the 196 participants in this age group spontaneously nominated a materialistic goal
(Massey et al., 2009).
Together with this previous research, our research challenges the view that certain
values are incompatible with each other (and with well-being, which will be discussed
below). Our “pro-social” cluster included diverse items relating to caring for others,
personal achievement and behaving according to social expectations. Our participants
apparently saw no conflict between benevolence and achievement, or between
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achievement and conformity. This is unexpected, considering that, according to the
dominant theory in this field, these values should be diametrically opposed (Schwartz,
1992). It is possible that this finding relates to the particular life stage and social context.
As young people move out of the relatively homogeneous and highly pressured
environment of late high school and find their niches in the wider world, the components
of the “pro-social” values cluster might become more differentiated according to personal
priorities. A study of nearly 3500 adolescents in Israel and Germany found that the older
group (15-16 years) and immigrants were better able to differentiate values according to
social context (Daniel et al., 2012), suggesting it is a learned skill that improves with
experience. That study also provided evidence that young people can hold seemingly
incompatible values that are prioritised in different contexts. Benevolence values were
endorsed most when participants were asked to think of themselves as “family members”,
achievement values when they thought of themselves as “students”. The authors
speculated that values differentiation would increase further into young adulthood (Daniel
et al., 2011). Over time, we might begin to see a pattern of relationships among values
more closely resembling the circumplex structure found in previous research (Schwartz,
1992; Schwartz & Boehnke, 2004).
Nevertheless, it is important for those working with young people in the ACT
model to know that values might look quite different from their perspective. Any
measure of values used with this age group must include a broad range, including the
stimulation values of novelty seeking, excitement and pleasure which were so important
to our participants. Narrowing the focus to intrinsic versus extrinsic contents neglects
many values that do not fit neatly into these categories but are highly motivating for
young people, such as being competent and productive, achieving their best, expressing
their creativity, and fitting in with their peers. It also runs the risk of over-simplifying the
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relationship between valuing and well-being. This point is developed in the following
section.
6.2

Values priorities and well-being
Contrary to expectations, the intrinsic/extrinsic contents distinction was not useful

in characterising the relationship between values and subjective well-being. Separate
structural equation models were constructed to relate three intrinsic values dimensions
(importance, pressure and success) to the three components of subjective well-being
(positive affect, negative affect and life satisfaction) longitudinally, controlling for the
respective extrinsic values dimensions. No significant, independent, longitudinal links
were found from intrinsic importance, pressure or success to later well-being. Thus, our
data did not support the hypothesis (or replicate earlier findings, e.g., Niemiec et al.,
2009) that intrinsic values promote well-being, while extrinsic values do not.
To examine the contribution of values contents in greater detail, the seven SGP
clusters were correlated with the three well-being components, and then regression
analyses were carried out using the most highly correlated SGP clusters to predict each
well-being component separately. These seven clusters – power & sex, physical health,
stimulation & pleasure, creativity & self-expression, pro-social, faith & tradition, and
order - covered the whole range of values contents, including items omitted from the
intrinsic and extrinsic categories. In Grade 12, the happiest people were those who
reported success in enacting stimulation values. Stimulation values remained a
significant contributor to post-school well-being, along with success at pro-social values.
Pressure on most values clusters was associated with negative affect in both years.
Longitudinally, success at enacting pro-social values in Grade 12 predicted post-school
positive affect, controlling for earlier positive affect; that is, final year high school
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students who had actively valued their relationships and had lived according to pro-social
principles were the happiest as young adults.
To understand and interpret these findings, it is helpful to consider the various
ways in which pathways between values priorities and well-being can be conceptualised.
According to a framework outlined by Sagiv, Roccas and Hazan (2004), these links can
be viewed from three perspectives. The “healthy values” perspective proposes that
pursuit of certain values is detrimental because (1) they are pressured; (2) they conflict
with other, more beneficial values; and (3) they do not directly fulfil needs for
competence, autonomy and relatedness (Sagiv et al., 2004). This perspective is based on
SDT research (Deci & Ryan, 2000), and also on the circumplex model of values
(Schwartz, 1992, 1994). Our findings do not support this perspective. Young people in
our study rated intrinsic values as more pressured than extrinsic values. They were not
more autonomously motivated, as found in previous research (Sheldon & Kasser, 1998;
Ryan et al., 2008). Further, as discussed above, there appeared to be no incompatibility
between benevolence and achievement, which clustered together with items measuring
universalism, security and conformity to form a large “pro-social” sub-scale. This subscale, which mixed intrinsic, extrinsic and other values generally excluded from SDT
research, was the only cluster of values to predict post-school well-being, controlling for
Grade 12 well-being. In contrast, intrinsic values were no more strongly related to later
well-being than extrinsic values, either in terms of importance, successful enactment or
pressure.
The “goal attainment” perspective suggests that the key to well-being is
successfully putting one’s values into action and attaining one’s goals (Sagiv et al., 2004).
This perspective is consistent with the aims and assumptions of ACT, in that committed
action is seen as a desirable outcome of therapy, worthwhile in its own right and also

173

likely to provide symptomatic relief, at least in the short term. Both ACT and positive
psychology writers have emphasised that continued, meaningful activity is required in
order to maintain any gains in well-being (Dahl et al., 2009; Sheldon et al., 2010).
The “goal attainment” perspective emphasises values regulation as a vital
mechanism in the relationship between values and well-being. According to this
perspective, people are more likely to enact values (and thus improve well-being) if their
values are autonomously motivated (Sagiv et al., 2004). Pressure on values is likely to
impede successful enactment (Sheldon & Elliot, 1998). Attaining any goals – whether
intrinsic or extrinsic – should enhance well-being, but only if they are not pressured
(Sagiv et al., 2004). This suggests that pressure should be negatively correlated with
success, and should moderate the relationship between success and well-being. Yet we
found that pressure and success were uncorrelated. Young people in our sample could
perceive intense social pressure on a value yet still find it important and put it into play in
their lives. Both intrinsic and pro-social values were highly pressured, but this apparently
did not prevent them from being enacted successfully by many participants. Success at
putting values into play was associated positively with well-being, and this relationship
was not moderated by pressure. On the other side of the same coin, experiencing strong
feelings of pressure was associated with diminished well-being, even when the individual
was successfully living his or her values. (This point is developed further below.)
A second mechanism, namely value importance, is also proposed to govern the
impact of successful valued action on well-being (Sagiv et al., 2004). Attaining any goal
– whether intrinsic or extrinsic – should enhance well-being, but only if it is personally
important. This suggests that importance should moderate the relationship between
success and well-being. Unlike previous studies examining the “values-as-moderator”
hypothesis (e.g., Oishi et al., 1999; Sagiv & Schwartz, 2000), we measured both
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importance and success directly, rather than assuming that a student’s course of study
accurately reflected their personal values (i.e., assuming that all business students value
materialism, whereas all psychology students value relationships). We found that
importance interacted with success in predicting life satisfaction (Grade 12 and postschool) and negative affect (post-school only). However, the relationships were more
complex than expected, with greater importance not always associated with greater wellbeing. Nevertheless, our results support the general ACT view that putting values into
action is a positive step, although not a guaranteed path to happiness (Zettle, 2007).
Finally, the “values-congruency” perspective proposes that the fit between a
person’s values and their environment determines their well-being (Sagiv et al., 2004).
Context-person fit has direct impacts on well-being by increasing social support. Those
who accept normative values are likely to be accepted by others, whereas opposing or
ignoring normative values may provoke stress, conflicts and social sanctions.
Environments in which a person’s values are supported also promote well-being
indirectly by facilitating goal attainment (Sagiv et al., 2004). Context-person fit is
particularly crucial when the environment is relevant to the individual’s self-image and
identity (Sagiv & Schwartz, 2000).
The “values-congruency” perspective is highly consistent with developmental
theories of values (Salmela-Aro, 2009), and has the potential to explain our findings.
According to the life-span model of motivation, focusing attention and effort on goals
appropriate to the normative tasks and transitions of one’s age group is adaptive and
likely to lead to better adjustment (Nurmi & Salmela-Aro, 2002). Research in this
tradition has focused largely on how goal contents and processes change over time at key
developmental transition points, but has also addressed the question of how these contents
and processes might relate to well-being. While adolescents are in school, processes of
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co-regulation occur in which peers, teachers and parents are influential in shaping which
values individuals endorse and strive to enact. After they leave school, however, young
people encounter new environments in which prevailing values may be different, and
their associated goals and life tasks change accordingly (Salmela-Aro, 2009). Motivation
researchers have noted that goal conflict and ambivalence may occur when an individual
is surrounded by others who endorse different values (Sagiv et al., 2004). Self-reports of
goal conflict and ambivalence are associated with reduced well-being (Emmons, 1986;
Emmons & King, 1988). People may respond to this unpleasant situation either by
accepting the normative goals and life tasks of their environment (socialisation) or by
seeking a different environment (selection; Sagiv et al., 2004). High school students have
limited opportunity to select their environments, and so socialisation may be a more
adaptive approach for this age group. A third approach involves attempting to change
others’ values or the environment itself to be more congruent with one’s own values
(Sagiv et al., 2004). This approach can perhaps be seen in some young people who
choose leadership roles or are passionate activists for particular causes.
The “values-congruency” perspective implies that no values are inherently
unhealthy or incompatible if the environment supports their enactment. It explains why
achievement, security and benevolence values are closely associated with each other
among the young people in our study, and why enacting stimulation values as well as prosocial values is associated with well-being. These are the normative and developmentally
appropriate values and tasks for young people, supported by the school, parents, peers and
the wider Australian community.
Research with young people in other countries has found similar values priorities
and similar relationships with well-being. A large sample of Spanish adolescents (12-16)
rated the importance of 23 values items and also reported on their life satisfaction and
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well-being (Casas et al., 2007). Data were also obtained from an earlier, larger study of
adolescents and their parents from five countries. Overall, the researchers found clusters
of values similar to those we found with the SGP and – notably – the structure of the
clusters differed between teenagers and adults. Among adolescents, life satisfaction and
personal well-being correlated positively with the importance of four types of values:
personal/relationship, knowledge & capacities, materialistic and spirituality (Casas et al.,
2007). Similarly, there appeared to be no conflict between relationship goals and
achievement goals in a sample of young adults (Sheldon & Cooper, 2008). Although
relationship goals were more autonomously motivated and more likely to be achieved,
attainment of either type of goal was independently related to well-being. There was a
small, significant correlation between successful pursuit of relationship and achievement
goals, “suggesting that attaining one type of goal may even be somewhat helpful in
attaining the other type of goal” (Sheldon & Cooper, p. 439). It appears that young
people can derive satisfaction from a wide variety of valued activities. Researchers and
those working with young people should therefore be wary of labelling particular values
as unhealthy or incompatible with well-being.
One implication of the “values-congruency” model is that an individual will be
more likely to flourish when she finds a niche in which her freely chosen and personally
important values can best be enacted; an environment that will not block goal attainment
or create values conflict or ambivalence. The school-leavers in our study are at the start of
this journey. The intense workload of final exams in Grade 12 occurs in conjunction with
a host of new freedoms, such as driving, being legally able to buy and consume alcohol,
earning an income from part-time work, and experimenting with romantic relationships.
This creates a unique environment in which young people are expected to be self-focused
and to devote their energies to two key, culturally endorsed activities: studying, and
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having fun with their friends. Individual differences in values priorities are likely to be
suppressed in the face of these overwhelming common pressures. We would hypothesise
greater variability in values priorities to emerge over the next few years as young people
become less influenced by others’ expectations and encounter new environments in which
alternative ways of valuing are emphasised.
6.3

Valuing as antecedent
Values priorities have received considerable research attention. A relatively

neglected question is whether high levels of valuing and valued action overall –
regardless of contents – promote well-being. We explored this question by creating
global indices of values importance, pressure, activity and success across all SGP items.
Hierarchical regression analyses demonstrated that increasing success was associated
with increased positive affect; increasing success and decreasing pressure were associated
with increased life satisfaction; and increasing pressure and decreasing success were
associated with increased negative affect. Relief from social pressure, and more
successful efforts to put values into play in daily life, had observable benefits for
improving school-leavers’ well-being.
However, when baseline well-being was controlled, Grade 12 values did not
predict change in well-being from high school to post school. This does not mean that
values do not predict or promote well-being. Such a finding is unlikely, given the
theoretical links between values and emotions (Diener, 1984; Feather, 1992; Schwartz,
2010) and the weight of previous evidence. Our study was limited by a poor test of
valuing as antecedent to well-being, because our baseline measures of these variables
were not obtained simultaneously. Well-being may have changed in the six-month period
leading up to the first values measure, and this may have influenced the global indices of
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valuing. Our results may have been influenced by this methodological issue with the
study.
There may also be theory-based reasons for values not predicting future increases
in well-being across the transition period. In ACT, individuals are encouraged to put their
values into action, not as a means to feeling good, but because it is intrinsically
rewarding. While it is true that pursuit and attainment of valued goals is likely to place
the individual into contact with desirable consequences (Dahl et al., 2009), the action
itself is also seen as reinforcing. In other words, the behaviour itself takes on some of the
reinforcing nature of its anticipated consequences. The idea that valued action is worth
doing for its own sake is central to ACT-based definitions of valuing. It is assumed that
valuing is an ongoing pattern of behaviour and the intrinsic reinforcement is present
during the activity. Similarly, in positive psychology, emerging hypotheses about the
potential benefits of meaningful action emphasise the need for ongoing efforts in order to
maintain any gains in well-being (Sheldon et al., 2010).
Further, valued action may require acceptance of uncomfortable feelings, thoughts
or physical sensations (McCracken, 2013). For example, a person who fears public
speaking may nevertheless choose to give a speech at his daughter’s wedding, accepting
some discomfort in the service of his values around being a proud, loving father. Before
and during the speech he may feel light-headed, sweat, shake and have catastrophic
thoughts about failure. Barriers such as these are part of the package of valued action
(McCracken, 2013). Therefore, perhaps valued living leads to vitality, rather than an
increase in positive feelings. In ACT, vitality is feeling alive, which might entail joy or
pain (Dahl et al., 2009). In SDT, subjective vitality is seen as “a feeling of personal
energy associated with agency, which can be diminished by factors that block or hinder
autonomy or competence” (Ryan & Frederick, 1997, p. 560). Vitality is positively
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correlated with life satisfaction and psychological well-being but is a distinct, high energy
state (Ryan & Frederick, 1997).
Vitality experienced while undertaking valued action might reinforce that action,
making it more likely the person will repeat this behaviour (Dahl et al., 2009). However,
feeling pressured while undertaking valued action would block autonomy and thus reduce
vitality. It would be interesting to measure barriers, pressure and vitality before and
immediately after valued actions. Our measure of positive emotion focused on
joyfulness. Other positive states, such as contentment and gratitude, may also be worth
measuring in relation to valued action in future research with the SGP. Other
complementary measures for future studies might include mindfulness, as true committed
action is characterised by mental devotion and focus on the present moment (McCracken,
2013).
6.4

Well-being as antecedent
We were able to demonstrate that life satisfaction is a unique predictor of - and

precedes – the development of global value importance, activity and success over a 12month period. This does not prove causality, as we cannot eliminate the possibility of a
third variable influencing both values and well-being. Nevertheless, our findings are
consistent with causality and certainly a step above cross-sectional analyses.
According to the broaden-and-build perspective, happiness promotes openness,
exploration and sociability (Fredrickson, 2001; Fredrickson & Branigan, 2005). It seems
plausible that these behaviours could facilitate valued action. Relevant evidence is also
available from personality research. In a nationally representative sample of over 16,000
Australians, high levels of life satisfaction and positive affect and low negative affect
predicted changes in personality over a four-year period (Soto, in press). Subjective wellbeing had pervasive, reciprocal influences on stable behaviour patterns in relation to
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social relationships (agreeableness, extraversion) and work habits, effort and
achievements (conscientiousness). Our findings suggest that this influence could extend
to the ongoing patterns of behaviours that characterise valuing and committed action.
Low levels of well-being may lead to an excessive focus on self and personality,
rather than on normative developmental strivings which, when achieved, are likely to
enhance well-being (Salmela-Aro & Nurmi, 1997). Self-focused goals involve a desire to
improve one’s personality, health and mental state (Salmela-Aro et al., 2012). Selffocused goals may reflect maladaptive coping patterns such as rumination which are
related to depression (Nurmi & Salmela-Aro, 2002). In ACT terms, self-focused goals
such as wanting to be happier or more confident may indicate confusion of values with
short-term emotional states (McKay et al., 2010) or experiential avoidance (Dahl et al.,
2009).
Experiential avoidance (EA) is one mechanism that might explain the connection
between well-being and later valued action. In ACT, EA is seen as a barrier to valued
action (Hayes et al., 2006). EA is a regulatory strategy involving rigid and persistent
efforts to down-regulate unwanted emotions and avoid unpleasant thoughts and
experiences (Hayes et al., 2006). EA is often counter-productive, and is associated with
increased vulnerability to psychopathology (Kashdan & Rottenberg, 2010) and reduced
opportunities for positive experiences (Kashdan, Barrios, Forsyth & Steger, 2006).
People who used EA as a strategy to reduce anxiety in their daily lives reported higher
daily negative affect and lower positive affect (Machell, Goodman & Kashdan, in press).
Interestingly, they also reported less enjoyment of activities such as listening to music and
exercising, and less sense of meaning in life. The combination of EA and low well-being
may inhibit valued action by reducing sensitivity to the direct rewards of valued activities,
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as well as impairing the ability to see those activities as part of a meaningful pattern or
serving a purpose.
A key goal of ACT is to reduce EA and increase acceptance of any thoughts,
feelings and experiences that might arise while considering values and undertaking
committed action. The ability to behave consistently with important values despite
unpleasant internal or external experiences is known as psychological flexibility (Hayes
et al., 2006). Psychological flexibility is multi-faceted and includes behaviours such as
cognitive defusion (release from control by the literal content of thoughts), self-as-context
(a sense of self as distinct from the content of one’s thoughts and feelings) and presentmoment awareness. Each of these aspects is theoretically related to valuing and
committed action, and thus is also likely to be associated with well-being. Release from a
rigid, conceptualised sense of self should support genuine valuing by enabling the
individual to overcome self-interest and take a broader view (Villatte, Villatte & Hayes,
2012). Defusion from rules about the self, others’ expectations and ‘nonpersonalized’
values should provide a greater sense of choice in selecting and pursuing values (Foody,
Barnes-Holmes & Barnes-Holmes, 2012, p. 143). Present-moment awareness
(mindfulness) creates a space in which an individual can consider his or her own values
and whether a given action will be consistent or inconsistent (Brown & Ryan, 2004).
Further research is needed to explore the interaction of well-being with EA (and its
converse, acceptance) and the other components of psychological flexibility in relation to
valuing and valued action.
6.5

The role of pressure
Many participants in our study felt social pressure to hold their values, particularly

those relating to health and pro-social behaviours. The varying levels of pressure
reported by participants in Grade 12 may reflect the socialisation process referred to by
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Sagiv and colleagues (2004). It seems possible that those who have adapted well to the
school environment might report little pressure, because they have internalised normative
values and put them into play in their daily lives. For this group, pressure and success
will be negatively correlated. Pressure might drive other participants to strive harder to
enact normative values in order to relieve stress and gain social support. For this group,
pressure and success will be positively correlated, “because strong controlled motivation
also reflects strong motivation, at least initially” (Sheldon & Cooper, 2008, p. 421).
Varying degrees of socialisation or internalisation among our participants could thus
explain our finding that global indices of pressure and success were uncorrelated.
Pressure was reduced on average during the school transition; this may be because those
who struggled to adapt to the prevailing values at school now had the opportunity to
select environments more suited to their personal values priorities.
Although pressure did not necessarily prevent participants in our study from
acting on their values successfully (i.e., pressure and success were uncorrelated), the cost
of high pressure was reduced well-being. A feeling of coercion relating to values
represents an obstacle to genuine well-being (Ryan et al., 2008) whereas, in general, a
feeling of volition is seen as inherently reinforcing (Leotti et al., 2010; Shapiro et al.,
1996). Diverse studies have demonstrated links between controlled motivation (pressure)
and reduced well-being, although none have previously focused on values. Previous
work includes a cross-sectional study of high school students’ motives and identity styles
(Smits et al., 2010), an online study of adults (Milyavskaya & Koestner, 2011) and an
experimental study in which motivation for helping behaviour was manipulated
(Weinstein & Ryan, 2010). A large, longitudinal study of German students leaving high
school demonstrated that autonomous (i.e., unpressured) motivation predicted life
satisfaction two years later (Litalien et al., 2012). Our study contributes further evidence
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that well-being is negatively linked with pressure in a variety of contexts. It adds to
previous literature demonstrating that perceived pressure or external control is a distinct
and useful additional dimension of values (e.g., Sheldon, 2001) and builds on previous
validation of the SGP (Veage, Ciarrochi & Heaven, 2011).
Finally, it is worthwhile measuring pressure with the SGP because it provides a
direct indication of whether values are “freely chosen”, a key aspect of the ACT
definition of values (Wilson et al., 2010, p. 253). Pressure is associated with reduced
well-being, and reduced well-being impairs subsequent valuing and valued action.
Therefore, measuring pressure in relation to valuing is likely to provide insights into
barriers that might inhibit committed action. For example, pressure may be negatively
linked with present moment awareness (mindfulness), a key component of psychological
flexibility, as discussed above. Research has demonstrated that mindfulness is associated
with a greater feeling of freedom of choice in action, and is also directly linked with wellbeing (Brown & Ryan, 2004). Defusion and acceptance are targeted in therapy to help
create a space in which a person can feel freedom to choose values and commit to action
(Wilson & Murrell, 2004). Although constraints and social demands may be present,
valuing can still be free from pressure if the individual “reflectively concurs” with the
behaviour (Ryan et al., 2008). A feeling of choice represents a move from pliance
towards tracking, putting the person in touch with genuine personal and environmental
consequences and thus making the valued action more likely to be sustained in the long
term.
6.6

The role of parents
Based on RFT, we would expect authoritative parents to promote internalisation

of values by creating contexts in which pliance, tracking and augmenting are trained. The
warmth they provide ensures children are receptive to parental influence and increases the
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effectiveness of disciplinary efforts and moral teaching (Eisenberg & Valiente, 2002).
They establish expectations for high behavioural standards and reasonable levels of
compliance and are prepared to monitor and respond consistently in order to create a
contingent, predictable environment. Thus, they create a secure base from which
adolescents can begin to explore their world and come into contact with real
environmental contingencies, within limits. Further, authoritative parents protect their
adolescents’ autonomy. They explain reasons, refrain from manipulating or intruding
into adolescents’ private thoughts and emotions, and gradually relax behavioural control
in response to increasing maturity.
We found that parents who became more authoritative over the course of their
child’s secondary education raised emerging adults who placed increasing importance on,
and were increasingly successful at living according to values. Adolescents who
perceived increasing levels of psychologically controlling, authoritarian parenting
experienced strong feelings of pressure on their values in early emerging adulthood,
whereas those who perceived increasing levels of autonomy supportive, authoritative
parenting experienced a reduction in pressure. This finding builds on studies showing
that adolescents’ interpretations of their parents’ behaviours (Hardy et al., 2010) and
expectations (Padilla-Walker & Carlo, 2007) shaped their own values and, in turn, their
pro-social behaviours. It is consistent with a recent longitudinal study which
demonstrated links between autonomy-supportive “pro-active” parenting and the
internalisation and enactment of values, and confirms that it is important to consider
overarching parenting styles and broad family climate as well as more specific measures
of parent behaviours (Padilla-Walker et al., 2012b).
Previous studies have demonstrated more pro-social and less anti-social behaviour
among adolescents with authoritative parents (e.g., Baumrind, 1991; Lamborn et al.,
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1991). However, using pro-social behaviour as a proxy measure for values is
problematic, since such behaviour may not necessarily be driven by values. Any given
pro-social behaviour may be principled, empathetic or merely polite (Grusec & Davidov,
2010), suggesting different levels of internalisation from tracking to pure pliance.
Moreover, a given behaviour may express multiple values and it may be unclear which
value is being expressed (Bardi & Schwartz, 2003). It is therefore necessary to look
beyond the form of the behaviour to its function, by asking adolescents specifically what
they value, whether they are acting in accordance with those values, and how autonomous
they feel in their valued action. This is an important contribution of the current study.
Authoritarian parenting was not correlated with value importance or success,
either as global indices or priority for intrinsic versus extrinsic contents, and was not
associated, either positively or negatively, with changes in these variables over time. This
is unexpected, as according to SDT and developmental theories (e.g., social domain
theory; Grusec & Davidov, 2010), controlling, intrusive parenting may inhibit
internalisation of values. Where conflict occurs between a child’s wishes and their
parent’s standards of behaviour, it is the parent’s task to provide sufficient, but not
excessive, control in order to promote internalisation of values (Grusec & Davidov,
2010). Too much control may undermine the child’s sense of autonomy (Grolnick &
Ryan, 1989; Grusec & Davidov, 2010). Therefore we would have expected negative
associations between authoritarian, controlling parenting and value importance and
success. One possible explanation may be inconsistent parenting, indicated by a
moderate, positive correlation between authoritarian and authoritative styles in Grade 7 (r
= .21, p < .001). During this year (although not in Grade 12), participants perceived their
parents as having characteristics of both these disciplinary styles. Parental behaviours
may change according to the demands of the situation, and it may be that authoritarian
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behaviours are less damaging to values when they are balanced by some warmer, more
democratic behaviours.
Some theorists have suggested that parental warmth is a moderator variable,
ensuring children are receptive to parental influence and thus increasing the effectiveness
of disciplinary efforts and moral teaching (Eisenberg & Valiente, 2002). Warm,
responsive parenting is associated with secure attachment and positive affect in children,
and these factors help promote compliance and cooperation with parents (Cummings &
Cummings, 2002). Conversely, when combined with hostility and a lack of warmth,
parents’ disciplinary efforts appear to backfire and are negatively associated with prosocial development (Hoffman, 1963). In multiple regression analyses, permissive
parenting did not predict residual change in our global indices of valuing from Grade 12
to the post-school measure. We did, however, find specific relationships with pro-social
values. Participants who reported more permissive parenting in Grade 7 placed less
importance on these values post-school, and were less successful in living by these
values. Permissive parenting was also associated with lower importance for order values
and greater pressure on stimulation values. Our findings suggest that parental warmth
supports values development and that it will be most effective in the context of reasonable
parental disciplinary efforts.
Because mothers’ and fathers’ parenting styles were moderately correlated, we
combined these into a single variable. This approach had the advantages of simplifying
and streamlining the presentation of findings and avoiding the statistical issue of multicollinearity which can obscure the relative contributions of each parent in predicting child
characteristics. There are innovative statistical approaches which could be used to address
the multi-collinearity problem in future studies, thus enabling analysis of the relative
contribution of each parent and possible interactions with child gender (Friedlmeier &
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Friedlmeier, 2012). A study of Romanian high school students which employed this new
technique found that daughters’ collectivism and interdependence values were best
predicted by both fathers’ and mothers’ acceptance (i.e., parental warmth), although
fathers’ scores tended to dominate. Sons’ collectivism values were best predicted by
fathers’ control, collectism values and acceptance. Interestingly, this study also found that
indirect transmission of values – via parenting – was a stronger predictor of adolescents’
values than the parents’ own values, measured via individual interviews (Friedlmeier &
Friedlmeier, 2012).
Another approach for assessing the individual contribution of each parent is to use
interaction terms in regression analyses (Sim & Chin, 2014). Using an additive model
(similar to the current study), high school students in Singapore who reported
authoritative parenting by both parents had greater interest in schooling and mastery goals
than those with two authoritarian parents. When interaction (product) terms were
introduced into the models, fathers’ and mothers’ authoritative parenting interacted to
predict school performance goals for daughters only (Sim & Chin, 2014). For instance,
mothers’ authoritative style had a stronger relationship with daughters’ “performance
approach” goals when fathers’ authoritative style was also high.
Studies of the combined effects of both parents’ styles have shown that having
two authoritative parents is more beneficial – at least in terms of well-being – than having
only one or no authoritative parent (McKinney & Renk, 2008; Milevsky, Schlechter,
Klem & Kehl, 2008). Data from a large longitudinal study showed that fathers’ parenting
styles were at least as influential as mothers’ parenting on the psychological well-being of
adult women (Huppert, Abbott, Ploubidis, Richards & Kuh, 2010). There is a lack of
studies examining the relative versus the combined contributions of both parents to values
development in adolescent sons and daughters. Given that we found small but significant
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differences in values priorities between males and females in this study, looking
separately at mothers’ and fathers’ parenting (and values) would be a promising avenue
for further research.
The current study showed that the relationship between perceived authoritative
parenting in early adolescence and valued action in early adulthood was mediated by
well-being in the final year of high school. Young people whose parents were firm but
reasonable in guiding their behaviour had higher life satisfaction in Grade 12 and
subsequently found values more important and were better able to act according to their
values post school. Earlier research with the same cohort found that authoritarian
parenting in Grade 7 predicted higher levels of EA and cognitive fusion in Grade 12
(Williams et al., 2012). This combination of findings lends support to the idea that EA is
a possible mechanism by which well-being might influence later valuing and valued
action.
Authoritative parents’ apparent effectiveness in teaching values may be a result of
higher levels of psychological flexibility. Diana Baumrind’s (1968) detailed description
of the authoritative parent of a teenager is a portrait of a psychologically flexible adult
dealing with an ever-changing relationship. The authoritative parent uses power in a
limited and legitimate way to guard his or her own interests (Baumrind, 1968). Such a
parent is worth listening to and, most importantly, genuinely receptive to the adolescent’s
point of view. Although it might feel threatening to be questioned, the authoritative
parent understands the importance of giving an adolescent the opportunity to dissent and
can accept that sometimes the adolescent’s reasonable demands need to be
accommodated; in her words, they may “change the system” (Baumrind, 1968, p. 267).
Baumrind also warns that adolescents can differentiate authoritative from authoritarian
control and whether they accept authority depends on the reasoning behind the directive:
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“… the imposition of authority by the use of power is legitimate in childhood [but] not in
adolescence, because the level of cognitive and moral development of the adolescent is
such as to require that he be bound by social contract and moral principles rather than by
power” (Baumrind, 1968, pp. 269-270).
If authoritative parents are indeed more psychologically flexible – which is a
matter for future research – they may be more likely to model psychological flexibility
and valued action in front of their adolescents. They may also have higher well-being,
given that these constructs are related (Kashdan & Rottenberg, 2010). In turn, parents’
well-being may also affect their own values and the kinds of values they teach their
children. For example, parents with high global life satisfaction placed higher importance
on values concerning interpersonal relationships and spirituality (Casas et al., 2007).
Further research is needed to explore relationships between parenting styles, parental
well-being and psychological flexibility, and adolescent outcomes such as valuing, valued
action, and psychological flexibility.
6.7

Limitations and future research
This study has a number of important strengths: its longitudinal design, use of a

normal population of young people with a wide range of life trajectories beyond high
school (i.e., not just university students), and focus on a key transition period in adult
development. The panel design, in which longitudinal relationships are examined while
controlling for baseline measures and other relevant variables, means that results are
unlikely to be explained by shared method variance (Cohen & Cohen, 1983).
Nevertheless, some limitations must be acknowledged, and further research is required to
address a number of questions arising from the project.
First, our study relied exclusively on self-report questionnaires. Although selfreport measures are inevitable when measuring values (Daniel et al., 2011), daily diaries
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of mood and activities could be collected to complement questionnaire data. For
example, in a recent study of life purpose and well-being, research participants were
asked to log on to a website daily to record their emotions, values-directed efforts and
progress towards valued goals (Kashdan & McKnight, 2013). This technique enables
sampling of behaviours in the context of participants’ environments and interactions, and
provides insight into daily variability and sensitivity to natural and social contingencies
(Kashdan & McKnight, 2013). Based on this research, we would expect young people to
report the highest levels of positive affect and life satisfaction on the days when they felt
most engaged in valued action. Our own study suggests that high levels of well-being
should promote valuing and valued action on subsequent days, possibly driving the
“upward spiral” of meaningful activity and happiness proposed by positive psychology
(Sheldon, 2008).
Second, we asked adolescents to report on their parents’ behaviours using an
established, validated measure of parenting styles. Observational measures of parenting
are arguably more reliable and objective, although time-consuming (Buri, 1991).
Adolescents’ own characteristics are likely to influence the way they view their parents’
behaviours and their perceptions may not be accurate. Nevertheless, adolescents’
subjective experiences of parenting are also informative as they form the basis for internal
representations of caring and guidance which in turn influence the adolescent’s emotions
and behaviours (Barber, 1996; Gray & Steinberg, 1999). Asking parents to describe their
own parenting behaviours would complement adolescent reports. A more differentiated
questionnaire, in which the parenting components of warmth, behavioural control and
psychological control could be separated, would enable analysis of how these aspects of
parenting interact. In addition, it would be valuable to conduct qualitative research
exploring conversations between parents and adolescents regarding values and valued
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action (Padilla-Walker et al., 2012b). This would enable researchers to identify and
examine in detail factors likely to influence values development, such as parental
involvement, adolescents’ understandings of social and environmental contingencies,
communication styles, parental and adolescent beliefs about appropriate domains of
influence, and correspondence between parental and adolescent values.
Further, combining scores for fathers and mothers into one parenting measure
resulted in acceptably reliable (internally consistent) scores but may have obscured subtle
gender differences in parenting behaviours. We did not ask which parent was the primary
caregiver and had no measure of the relative time spent with either parent. Therefore, it is
not possible to know whether parents were equally influential on their adolescent
children, or whether there might be differences in the accuracy with which their
behaviours were reported. Given that we found small but significant differences in values
between male and female participants, it would be interesting to look at fathers’ and
mothers’ parenting separately, and also include a measure of their own values, in future
research.
Third, our sample was drawn from Catholic high schools. It is unlikely that the
sample was biased in favour of wealthier families or particular ethnic groups.
Demographic data (e.g., father’s occupation; language spoken at home; parents’ marital
status) collected during the longitudinal study demonstrated that our sample was similar
to the Australian population in key respects (Heaven & Ciarrochi, 2007, 2008). Catholic
schools are heavily subsidised, making them an affordable option for many families.
They draw widely from their communities, accepting a proportion of students who are not
Catholic. One in five Australian children attends a Catholic school (ABS, 2012). Thus,
our sample was broadly representative of a large section of Australian society.
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Nevertheless, these students may have differed from their public school peers in
one important way: they may have been exposed explicitly to the teaching of values in the
school environment. It is perceived in the Australian community that Catholic schools,
and religious schools in general, are more likely than public schools to teach traditional
and moral values; indeed, this is one of the reasons parents give for sending children to
independent schools (Beavis, 2004). This is a limitation of the current study as it means
our sample may have been better able to identify the values that mattered most to them,
and they may have been primed and encouraged to consider values in their daily lives.
Their values priorities may not be representative of the broader Australian population,
and they may also have felt greater pressure on certain values than their peers at public
high schools, because of the emphasis on particular moral and religious beliefs consistent
with Catholicism. For these reasons it is important to replicate this research with young
people from a wider range of schools, including public, other Christian and Islamic
schools. It would be interesting to see whether values priorities are similar across schools
and religious backgrounds, as this would give support to the idea that values are universal
and relate to each other in predictable ways across cultures (Schwartz & Bardi, 2001;
Schwartz & Bilsky, 1987; Schwartz & Boehnke, 2004). It would also be interesting to
explore differences in pressure and relationships with well-being across values contents to
see how these might be influenced by contextual factors such as culture and socioeconomic status.
Our focus on high school students is a strength of the study but also limits the
generalisability of our findings to adult populations. Further, participants who completed
the questionnaire in Grade 12 were more likely than non-completers to report
authoritative parenting in Grade 7. As there were so few refusals, this suggests that
authoritative parenting may promote school completion, which is an interesting finding in
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its own right. Nevertheless, this selection bias limits our ability to generalise our findings
on values and parenting to young people who drop out of high school.
Conducting many analyses inflates the risk of Type 1 error. For multiple t-tests,
the Bonferroni correction is the standard way to address this risk and has been applied in
this thesis. For the correlations, we have avoided placing emphasis on findings with
marginal p values, instead reporting on those that can be considered reliable (p<.01) or
very reliable (p<.001). The correlations were preliminary analyses and these findings are
exploratory and require replication. However, they were useful for selecting variables to
include in the (much smaller number of) multiple regression and structural equation
models on which the main findings were based. The longitudinal changes in valuing and
well-being that we observed were unlikely to be attributable to Type 1 error.
Finally, limitations of our study design mean that we are not able to draw causal
inferences from the data. There are four common criteria used to assess causality: (1)
correlation; (2) correlated change; (3) temporal precedence; and (4) ruling out third
factors. In the “well-being as antecedent” model, we can establish the first three criteria,
including temporal precedence. However, the baseline well-being measure was
completed six months before the baseline values measure, so we are not able to establish
temporal precedence for the “well-being as antecedent” model. In short, we do not have a
definitive test of this model, and therefore it is still possible that values are antecedent to
well-being during the transition period.
As to the fourth criteria for causality, all longitudinal observational research
suffers from this limitation. The only way to rule out third factors is with an experimental
design in which values (or well-being) are manipulated and the other variable measured.
A recent study demonstrated that it is possible to enhance young people’s benevolence
values through a 30-minute intervention which involved reading about the benefits of
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these values, reflecting on their role in the participants’ lives, and writing a persuasive
essay to convince others to be kind, generous and helpful (Arieli, Grant & Sagiv, 2014).
An experimental study could use similar techniques to manipulate benevolence and other
values. This, combined with further longitudinal research following young people
through other important life transitions, could shed light on whether improvement in wellbeing can be sustained via continued pursuit of valued life directions (Lyubomirsky et al.,
2005b) and provide a rigorous test of the feasibility of the “upward spiral” model of
valued action and happiness (Sheldon, 2008).
6.8

Conclusions
Parenting plays an influential role in values development, even into late

adolescence and early adulthood. Authoritarian parenting was associated with difficulties
in valuing including strong feelings of pressure, whereas authoritative parenting was
associated with healthy development and internalisation of values. The longitudinal link
between Grade 7 authoritative parenting and post-school valuing and valued action was
mediated by Grade 12 well-being. Parents who consistently provided structure, warmth
and autonomy support were more likely to have well-adjusted adolescents who found
values more important and were better able to put values into play in their daily lives.
The hypothesis that certain types of values are incompatible with each other - and
with well-being - was not supported. Valuing and valued action were associated with
increased well-being over a wide variety of values types. Stimulation and pro-social
values were especially relevant to this age group. Global indices of valuing were
associated concurrently with well-being. Young people who increasingly put values into
play, and felt decreasing pressure, reported improvements in well-being over a one-year
period. However, once baseline well-being was controlled, Grade 12 values did not
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predict post-school well-being. Methodological, theoretical and developmental reasons
for these findings were discussed.
Our study offers some support for broaden-and-build theory that experiences of
well-being build lasting personal resources - and for its recent extension that meaningful
and continual activity is a possible route to more enduring well-being. Residual change
in life satisfaction was correlated with residual change in value importance, changes in
life satisfaction and negative affect were correlated with changes in perceived pressure,
and changes in all three components of SWB were linked with changes in success. Taken
together with the ability of life satisfaction to predict the development of values, these
findings suggest that poor adjustment in late adolescence may contribute to difficulties in
pursuing valued action during early adulthood. Our findings have implications for applied
work in educational settings. Future work could evaluate interventions designed to
promote well-being in the final year of high school as a way of establishing healthy
patterns of meaningful, valued action during the transition to adult life.
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APPENDIX A:
SURVEY OF GUIDING PRINCIPLES
Survey of Guiding Principles
We all have principles that guide our life, whether we are aware of them or not. Each person has
different principles. Examples of principles include “connecting with nature,” “being wealthy,” and
“being creative.”
A guiding principle is like a lighthouse. The lighthouse gives the sailor direction, and helps him or
her to navigate through the ocean during stormy times.
In the following questionnaire, we will ask you to rate guiding principles in terms of how important
they are to you. We will also have you rate them on other dimensions, such as how successful you
have been at living them.
Please rate the extent to which each principle is personally important to you.
We would like to know what you find important, not necessarily what others find important.
Unimportant
to me

Extremely
important to
me

1. Connecting with nature

1
o

2
o

3
o

4
o

5
o

6
o

7
o

8
o

9
o

2. Gaining wisdom

o

o

o

o

o

o

o

o

o

3. Creating beauty (in any domain,
including arts, dancing, gardening)
4. Promoting justice and caring for the
weak
5. Being loyal to friends, family

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

6. Being honest

o

o

o

o

o

o

o

o

o

7. Helping others

o

o

o

o

o

o

o

o

o

8. Being sexually desirable

o

o

o

o

o

o

o

o

o

9. Having genuine and close friends

o

o

o

o

o

o

o

o

o

10. Having relationships involving love
and affection
11. Being ambitious and hardworking

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

12. Being competent and effective

o

o

o

o

o

o

o

o

o

13. Having a sense of accomplishment
and making a lasting contribution
14. Having an exciting life

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

15. Having a life filled with adventure

o

o

o

o

o

o

o

o

o
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Unimportant
to me

Extremely
important to
me

1
o

2
o

3
o

4
o

5
o

6
o

7
o

8
o

9
o

o

o

o

o

o

o

o

o

o

18. Eating healthy food

o

o

o

o

o

o

o

o

o

19. Engaging in sporting activities

o

o

o

o

o

o

o

o

o

20. Acting consistently with my
religious faith
21. Being at one with God

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

22. Showing respect for tradition

o

o

o

o

o

o

o

o

o

23. Being self-disciplined and resisting
temptation
24. Showing respect to elders

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

25. Meeting my obligations

o

o

o

o

o

o

o

o

o

26. Maintaining the safety and security
of my loved ones
27. Making sure to repay favors and
not be indebted to people
28. Being safe from danger

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

29. Being wealthy

o

o

o

o

o

o

o

o

o

30. Having authority, being in charge

o

o

o

o

o

o

o

o

o

31. Having influence over other people

o

o

o

o

o

o

o

o

o

32. Having an enjoyable, leisurely life

o

o

o

o

o

o

o

o

o

33. Enjoying food and drink

o

o

o

o

o

o

o

o

o

34. Being sexually active

o

o

o

o

o

o

o

o

o

35. Being creative

o

o

o

o

o

o

o

o

o

36. Being self-sufficient

o

o

o

o

o

o

o

o

o

37. Being curious, discovering new
things
38. Figuring things out, solving
problems
39. Striving to be a better person

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

40. Experiencing positive mood states*

o

o

o

o

o

o

o

o

o

41. Feeling good about myself*

o

o

o

o

o

o

o

o

o

42. Leading a stress-free life*

o

o

o

o

o

o

o

o

o

43. Enjoying music, art, and/or drama

o

o

o

o

o

o

o

o

o

16. Having a life filled with novelty and
change
17. Being physically fit
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Unimportant
to me

Extremely
important to
me

44. Designing things

1
o

2
o

3
o

4
o

5
o

6
o

7
o

8
o

9
o

45. Teaching others

o

o

o

o

o

o

o

o

o

46. Resolving disputes

o

o

o

o

o

o

o

o

o

47. Building and repairing things

o

o

o

o

o

o

o

o

o

48. Working outdoors

o

o

o

o

o

o

o

o

o

49. Organizing things

o

o

o

o

o

o

o

o

o

50. Engaging in clearly defined work

o

o

o

o

o

o

o

o

o

51. Researching things

o

o

o

o

o

o

o

o

o

52. Managing things

o

o

o

o

o

o

o

o

o

53. Being admired by many people

o

o

o

o

o

o

o

o

o

54. Having courage

o

o

o

o

o

o

o

o

o

* These items were excluded from the global indices of valuing
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Pressure to hold your principles
Using the following scale, indicate the extent that you feel pressured to hold each of the following
life principles. Common sources of pressure are:
• Other people (e.g., family members, your partner)
• Groups (e.g., religious groups, peer groups, organizations)
• Media (e.g., advertisements)
• Other sources of pressure (e.g., what society expects from you).
I feel no
pressure

1

I feel
extreme
pressure

9

1. Connecting with nature

o

2
o

2. Gaining wisdom

o

o

o

o

o

o

o

o

o

3. Creating beauty (in any domain,
including arts, dancing, gardening)
4. Promoting justice and caring for the
weak
5. Being loyal to friends, family

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

6. Being honest

o

o

o

o

o

o

o

o

o

7. Helping others

o

o

o

o

o

o

o

o

o

8. Being sexually desirable

o

o

o

o

o

o

o

o

o

9. Having genuine and close friends

o

o

o

o

o

o

o

o

o

10. Having relationships involving love
and affection
11. Being ambitious and hardworking

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

12. Being competent and effective

o

o

o

o

o

o

o

o

o

13. Having a sense of accomplishment
and making a lasting contribution
14. Having an exciting life

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

15. Having a life filled with adventure

o

o

o

o

o

o

o

o

o

16. Having a life filled with novelty and
change
17. Being physically fit

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

18. Eating healthy food

o

o

o

o

o

o

o

o

o

19. Engaging in sporting activities

o

o

o

o

o

o

o

o

o

20. Acting consistently with my
religious faith
21. Being at one with God

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o
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3
o

4
o

5
o

6
o

7
o

8
o

o

I feel no
pressure

1

I feel
extreme
pressure

9

22. Showing respect for tradition

o

2
o

3
o

4
o

5
o

6
o

7
o

8
o

o

23. Being self-disciplined and resisting
temptation
24. Showing respect to elders

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

25. Meeting my obligations

o

o

o

o

o

o

o

o

o

26. Maintaining the safety and security
of my loved ones
27. Making sure to repay favors and
not be indebted to people
28. Being safe from danger

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

29. Being wealthy

o

o

o

o

o

o

o

o

o

30. Having authority, being in charge

o

o

o

o

o

o

o

o

o

31. Having influence over other people

o

o

o

o

o

o

o

o

o

32. Having an enjoyable, leisurely life

o

o

o

o

o

o

o

o

o

33. Enjoying food and drink

o

o

o

o

o

o

o

o

o

34. Being sexually active

o

o

o

o

o

o

o

o

o

35. Being creative

o

o

o

o

o

o

o

o

o

36. Being self-sufficient

o

o

o

o

o

o

o

o

o

37. Being curious, discovering new
things
38. Figuring things out, solving
problems
39. Striving to be a better person

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

40. Experiencing positive mood states*

o

o

o

o

o

o

o

o

o

41. Feeling good about myself*

o

o

o

o

o

o

o

o

o

42. Leading a stress-free life*

o

o

o

o

o

o

o

o

o

43. Enjoying music, art, and/or drama

o

o

o

o

o

o

o

o

o

44. Designing things

o

o

o

o

o

o

o

o

o

45. Teaching others

o

o

o

o

o

o

o

o

o

46. Resolving disputes

o

o

o

o

o

o

o

o

o

47. Building and repairing things

o

o

o

o

o

o

o

o

o

48. Working outdoors

o

o

o

o

o

o

o

o

o

49. Organizing things

o

o

o

o

o

o

o

o

o
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I feel no
pressure

1

I feel
extreme
pressure

9

50. Engaging in clearly defined work

o

2
o

3
o

4
o

5
o

6
o

7
o

8
o

o

51. Researching things

o

o

o

o

o

o

o

o

o

52. Managing things

o

o

o

o

o

o

o

o

o

53. Being admired by many people

o

o

o

o

o

o

o

o

o

54. Having courage

o

o

o

o

o

o

o

o

o

* These items were excluded from the global indices of valuing
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How successful have I been at putting my principles into play?
How successful have you been at putting these principles into play during the PAST THREE
MONTHS?

Not applicable:
I have not
wanted to put
this principle
into play

Extremely
unsuccessful

o

2. Gaining wisdom

1

Moderately
successful

o

2
o

o

o

3. Creating beauty (in any domain,
including arts, dancing, gardening)
4. Promoting justice and caring for the
weak
5. Being loyal to friends, family

o

3

Extremely
successful

5

o

4
o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

6. Being honest

o

o

o

o

o

o

7. Helping others

o

o

o

o

o

o

8. Being sexually desirable

o

o

o

o

o

o

9. Having genuine and close friends

o

o

o

o

o

o

10. Having relationships involving love
and affection
11. Being ambitious and hardworking

o

o

o

o

o

o

o

o

o

o

o

o

12. Being competent and effective

o

o

o

o

o

o

13. Having a sense of accomplishment
and making a lasting contribution
14. Having an exciting life

o

o

o

o

o

o

o

o

o

o

o

o

15. Having a life filled with adventure

o

o

o

o

o

o

16. Having a life filled with novelty and
change
17. Being physically fit

o

o

o

o

o

o

o

o

o

o

o

o

18. Eating healthy food

o

o

o

o

o

o

19. Engaging in sporting activities

o

o

o

o

o

o

20. Acting consistently with my
religious faith
21. Being at one with God

o

o

o

o

o

o

o

o

o

o

o

o

22. Showing respect for tradition

o

o

o

o

o

o

23. Being self-disciplined and resisting
temptation

o

o

o

o

o

o

1. Connecting with nature
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Not applicable:
I have not
wanted to put
this principle
into play

Extremely
unsuccessful

o

25. Meeting my obligations

1

Moderately
successful

o

2
o

o

o

26. Maintaining the safety and security
of my loved ones
27. Making sure to repay favors and
not be indebted to people
28. Being safe from danger

o

3

Extremely
successful

5

o

4
o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

29. Being wealthy

o

o

o

o

o

o

30. Having authority, being in charge

o

o

o

o

o

o

31. Having influence over other people

o

o

o

o

o

o

32. Having an enjoyable, leisurely life

o

o

o

o

o

o

33. Enjoying food and drink

o

o

o

o

o

o

34. Being sexually active

o

o

o

o

o

o

35. Being creative

o

o

o

o

o

o

36. Being self-sufficient

o

o

o

o

o

o

37. Being curious, discovering new
things
38. Figuring things out, solving
problems
39. Striving to be a better person

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

40. Experiencing positive mood states*

o

o

o

o

o

o

41. Feeling good about myself*

o

o

o

o

o

o

42. Leading a stress-free life*

o

o

o

o

o

o

43. Enjoying music, art, and/or drama

o

o

o

o

o

o

44. Designing things

o

o

o

o

o

o

45. Teaching others

o

o

o

o

o

o

46. Resolving disputes

o

o

o

o

o

o

47. Building and repairing things

o

o

o

o

o

o

48. Working outdoors

o

o

o

o

o

o

49. Organizing things

o

o

o

o

o

o

50. Engaging in clearly defined work

o

o

o

o

o

o

51. Researching things

o

o

o

o

o

o

24. Showing respect to elders

218

Not applicable:
I have not
wanted to put
this principle
into play

Extremely
unsuccessful

o

53. Being admired by many people
54. Having courage

52. Managing things

1

Moderately
successful

o

2
o

o

o

o

o

3

Extremely
successful

5

o

4
o

o

o

o

o

o

o

o

o

o

* These items were excluded from the global indices of valuing
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APPENDIX B:
STRUCTURE AND CONTENT OF THE SURVEY OF GUIDING PRINCIPLES
Introduction

The measurement of values and valued action in the ACT context is at an early
stage of development (Plumb et al., 2009). Tools currently used in ACT include the
Valued Living Questionnaire (VLQ; Wilson et al., 2010), which assesses importance and
behavioural consistency with 10 types of values. Completing the Bull’s-Eye (Dahl et al.,
2009) involves listing one’s values in each of four domains – work and education, leisure,
relationships, and personal growth – and marking a target to indicate how closely one is
living in accordance with those values. Both tools were primarily designed for values
clarification with clinical clients, although the latter has also been used as an outcome
measure in research (Plumb et al., 2009).
The Survey of Guiding Principles (SGP; Ciarrochi & Bailey, 2008) is a
complementary instrument designed for use in both therapy and research and based
closely on mainstream psychological models of values. The SGP provides a measure of
value importance, and also enables clinicians and researchers to test the extent to which
values are subject to social pressure, are enacted and are successfully pursued. The
purpose of this chapter is to describe the development of the SGP and present preliminary
evidence on its content validity, structure, reliability and construct validity. First,
however, some key issues in the measurement of values will be briefly discussed in order
to explain why we have taken this particular approach.
Idiographic versus nomothetic measures
The SGP consists of a lengthy list of values and abstract goals (the version used in
the main studies in this thesis has 54 items). This follows a long tradition of similar
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approaches, including the classic values measure by Rokeach (1973), later variations
(e.g., Braithwaite & Law, 1985; Schwartz, 1992) and the Aspirations Index used in SelfDetermination Theory research (Kasser & Ryan, 1993, 1996). These “nomothetic”
measures are designed to prompt respondents to consider a wide range of values when
thinking about what is most important to them, personally (Massey et al., 2008).
Therefore, this approach suits the purposes of the SGP better than “idiographic”
approaches, in which respondents are asked to generate lists of personal goals, concerns
or projects (Massey et al., 2008).
The idiographic approach has been used successfully in research (e.g., Brunstein,
1993; Messersmith & Schulenberg, 2010; Sheldon & Houser-Marko, 2001), and is a
useful complementary method, but was deemed unsuitable for this particular project for
various reasons. Participants may be asked to define personal projects or to set timelimited goals for the next one or two years (e.g., Sheldon & Kasser, 1998), which,
although interesting in themselves, are narrower concepts than values. Also, idiographic
lists cannot be directly compared between participants or within the same person over
time, so it is difficult to track change and continuity in longitudinal studies (Roberts et al.,
2004). Most importantly, this method does not orient participants to the full range of
possible motivations, and there is a risk that they may overlook some important values.
Qualitative analysis of these data is often followed by the selection of the most common
themes or “normative” values, which are then the focus of further quantitative analyses.
In one study of emerging adults, this resulted in the selection of just three goals –
graduating from college, marriage and parenthood – from the possible range of values and
guiding principles (Messersmith & Schulenberg, 2010). Of course, lists of values can
also be idiosyncratic, reflecting researchers’ own priorities. For example, one measure
contained no aesthetic or creative items (Wicker, Lambert, Richardson & Kahler, 1984)
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while another had no items relating to career or achievement goals (Kasser & Ryan, 1993,
1996). For this reason, the item content of the SGP is based on the Schwartz Values
Survey (SVS, Schwartz, 1992), which is considered the most comprehensive and welldeveloped theory of values (Oishi et al., 1999; Parks & Guay, 2009).
Rating, ranking or sorting
Items on the SGP are rated on Likert-type scales. First, respondents are asked to
rate the extent to which each item is personally important to them, on a scale from 1
(unimportant to me) to 9 (extremely important to me). After rating all items for
importance, each item is rated again for perceived pressure, on a scale from 1 (I feel no
pressure) to 9 (I feel extreme pressure). Examples are given of common sources of
pressure (e.g., friends, family, the media, society in general). Respondents are then asked
whether they have tried to put each value into play during the past three months (yes/no)
giving a count of activated values (activity). For each affirmative response, they are
asked how successful they felt they had been at living according to that value (success),
on a scale from 1 (not at all successful) to 5 (highly successful).
This approach to measuring value importance is similar to that used in the SVS
and the Aspirations Index (but these instruments do not measure activity, pressure or
success). In contrast, completing the Rokeach (1973) questionnaire involves ranking
items from most to least important. Ranking creates difficulties with statistical analysis,
because ranked scores are not independent (Parks & Guay, 2009). Further, adding or
removing items can make it impossible to compare scores from different versions of an
instrument (Schwartz, 1994). Schwartz (1994) argued that, because it does not force
choice among equally important values, rating may be closer to the actual process people
go through when deciding which value is more important. Finally, ratings allow us to
measure what Schwartz (1994) calls “negative” values – that is, less socially desirable
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values such as power, which are generally relegated to the bottom of the list (Schwartz &
Bardi, 2001). Ranking provides no information about individual and cultural differences
in absolute importance scores for these low-ranked values (or, indeed, any other values).
Scoring the SVS involves subtracting individual mean scores from each of the
value types, or “ipsatising” (Schwartz & Boehnke, 2004). This is designed to overcome a
perceived problem of scale use: individual differences in the propensity to give
predominantly high or low ratings. The ipsatising procedure results in negative
correlations between theoretically unrelated values and supports a structural model in
which values can be related to each other and to other constructs (e.g., political
orientation) in coherent ways (Schwartz, 1994). Our purposes in developing the SGP are
somewhat different, however. We are less concerned with identifying “good” and “bad”
value priorities or with cross-cultural comparisons, and more interested in identifying
what might motivate an individual to act. Removing individual mean scores obscures
genuine individual differences in the overall importance of values (Schwartz & Boehnke,
2004) which are potentially of great interest to researchers and clinicians. Consequently,
we use raw scores in calculating a summary for each SGP domain.
A third approach to scoring, which has proved useful in clinical settings, is sorting
values – generally written on separate cards – into piles. There is a card-sort version of
the SGP, which is used by clinicians in various ways. Usually the cards are sorted into
just three piles, corresponding roughly to less important, important, most important.
There is potential to use the card sort task in research, but for ease of statistical analysis it
would be desirable to use some sort of forced distribution sorting procedure such as the
Q-sort (e.g., Funder & Colvin, 1991). Participants are told how many cards must be in
each pile, creating a quasi-normal distribution. This technique creates a distinction
between the two extreme ends of the distribution, with large numbers of values in the
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centre, and thus prevents some response sets (Funder & Colvin, 1991). As with rating
and ranking, each item has to be carefully considered in relation to all others.
Instrumental and terminal values
Some researchers have distinguished between two types of values: one that serves
terminal or “end” goals, and another that represents means to those ends. Emphasising
this distinction, early versions of the SVS expressed terminal values as nouns (e.g.,
obedience) and instrumental values as adjectives (e.g., obedient; Schwartz, 1992).
Although these appeared to occupy separate regions in the multi-dimensional analysis of
the early SVS, later re-interpretation suggested this finding may have been a
measurement artefact (Schwartz, 1992). Further studies, which addressed this problem,
found no support for the distinction between instrumental and terminal values (e.g.,
Schwartz, 1994).
Reiss (2004) has argued that the distinction is not particularly useful, in any case,
as the number of instrumental goals is theoretically unlimited. For example, a young
person may study diligently (conformity), in order to get a good job (achievement), in
order to earn plenty of money (power), in order to attract a marriage partner
(benevolence), provide for children (security) and support her parents in their old age
(tradition). Other intermediate goals could also be imagined, and the terminal goal is
debatable. Rather than becoming bogged down in trying to identify whether a value is
instrumental or terminal in a particular context, it is more productive for psychologists to
focus on creating a comprehensive list of ultimate values, which are desired for their own
sake and therefore limited by human nature (Reiss, 2004).
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Dimensions of values
Most previous research has focused on value importance. This is understandable,
since values are about what is most important to a person, most likely to motivate them,
and closest to their self-concept and identity. Success in goal pursuit has also received
much research attention. In the SGP, value “success” refers to a subjective assessment
that one is living according to one’s values, rather than the achievement of a specific goal.
This assessment is likely to change over time as different values take priority in a
person’s life while others lose prominence temporarily. “Success”, or successful
enactment of values, is equivalent to the ACT concept of valued action, which is activity
that is meaningful, vital and connected to valued directions (Dahl et al., 2009).
The SGP also measures two other dimensions of values which have been
overlooked in much previous research. SDT studies have highlighted the role of
perceived external control in undermining effort and success in goal pursuit (Sheldon &
Elliot, 1998) and reducing well-being following goal attainment (Sheldon & Kasser,
1998; Sheldon & Houser-Marko, 2001). Controlled motivation is defined “a feeling of
pressure to think, feel or behave in specific ways” (Sheldon et al., 2004, p. 475).
Consequently, in addition to the dimensions of importance and success, the SGP can be
used to assess the extent to which clients or survey respondents feel pressured regarding
their values. The fourth values dimension covered by the SGP is value activation
(“activity”). Acting upon one’s values and striving towards valued goals is likely to
enhance well-being (Diener, 1984). Therefore, we also asked respondents whether they
had attempted to put a range of values into play.
Importance as an indicator of content and structure
The structural model based on the SVS assumes that values similar in content are
also similar in importance (Schwartz, 1994). The multi-dimensional scaling technique
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used to establish the model represented each item as a point in a two-dimensional space.
Higher correlations between pairs of items were assumed to indicate conceptual similarity
as well as similar relationships with other items, thus placing the two items closer
together in the space (Schwartz, 1994).
It is conceivable that goals could be quite different in content, yet equally important
to an individual. This may explain why some SVS items do not consistently contribute to
one value type or another across cultures. Several of these items appear quite centrally in
the multi-dimensional analysis when data from all countries are combined (Schwartz,
1994, p. 31). They include “Self respect”, “Choosing own goals”, “Intelligent”,
“Healthy” and “True friendship”. It is possible that these central values may have more in
common with each other than with the value types to which they were originally
assigned. Due to their poor fit with the model across cultures, these items are generally
omitted from analysis of the SVS.
Nevertheless, the assumption that importance ratings are a useful indicator of value
content and structure has been supported by one study. Based on a review of the values
literature, researchers compiled a list of 135 goals which they presented to three groups of
people: undergraduates, adults aged 25 to 62, and older adults aged 63 to 92 (Chulef,
Read & Walsh, 2001). Participants were asked to rate each goal for personal importance
and then to sort them into up to 30 groups based on common themes or topics (semantic
similarity). The structure and content patterns among the items was then examined using
hierarchical cluster analysis. Importance ratings closely mirrored the semantic structure,
indicating that conceptually similar goals were also similar in their ability to motivate
action.
We used importance ratings as the basis for classifying SGP items into larger
groups. This decision was based on the finding that importance and conceptual similarity
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are closely related (Chulef et al., 2001), and by a pragmatic wish for comparability with
previous research. In the first study reported below, we assumed that the SGP data would
reflect the SVS structure to the extent that item content is similar across the two
instruments. In the second study, we investigated the unique structure of the SGP using
hierarchical cluster analysis.
Content validity of the SGP
The content of the SGP is closely based on the Schwartz Values Survey (SVS;
Schwartz, 1992). Schwartz’s theory of basic human values was an extension of his earlier
research on moral decision-making and altruistic behaviour (Schwartz, 2010). As a social
issues researcher, he wished to investigate the ways in which value priorities might
influence pro-social behaviour. He sought to identify a comprehensive set of
motivationally distinct and cross-culturally relevant values and specify the relations
among them. The theory of basic human values proposes that there are 10 value types
within a structure of dynamic relations. The types are: universalism, benevolence,
conformity, tradition, security, power, achievement, hedonism, stimulation and selfdirection.
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Figure 12 Theory of basic human values (adapted from Schwartz and Boehnke, 2004)
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Early work with the SVS used Pearson correlations among the items to generate
spatial plots representing relationships among the items in a two-dimensional space.
These analyses established that the 10 value types were distinctive and comprehensive;
that is, they represented all important types of values across multiple cultures (Schwartz,
1992, 1994). Values formed a “continuum of related motivations” in which items
theoretically belonging to the same, or closely adjoining, value types had more similar
importance ratings than those theoretically opposed (Schwartz, 1994, p. 24).
Relationships among value types formed a roughly circular pattern – known as a
“circumplex” - which represented perceived conflicts and compatibilities, as defined by
the theory (see Figure 12). Two higher-order dimensions were also proposed: openness to
change versus conservation, and self-enhancement versus self-transcendence. The
circumplex structure supported Schwartz’s (1994) assumption that pursuit of one value
may either complement or inhibit pursuit of other values, due to the practical,
psychological and social consequences of goal pursuit, and provided a way to relate
values to other constructs in an integrated manner.
Later, Schwartz and Boehnke (2004) used confirmatory factor analysis to test the
proposed structure. Their analysis drew on 46 samples from 26 countries (N=10,857),
none of which had been used in previous studies of the structure of values. Participants
completed a 57-item version of the SVS in their own languages, rating the importance of
each item. As expected, the 10 value types were not independent factors but were interrelated, fitting the circumplex structure (Schwartz & Boehnke, 2004). The analysis also
confirmed that values formed a motivational continuum; thus, the higher-order
dimensions in Figure 11 are descriptive only, and could be rotated around the circle to
form different, but equally valid, combinations of value types.
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Development of SGP item content
SGP items were created for each of the 10 values dimensions of the SVS. The
SGP items were written as verbs, making them concrete, personally relevant, and
connected to specific behaviours. This feature was designed to enhance the utility of the
SGP in clinical applications. Additional items were included to ensure adequate coverage
of important values (Braithwaite & Law, 1985).

Spiritual and religious principles were

added to cover this aspect of the tradition value domain more adequately. Although the
SVS does contain four spirituality items, these are excluded from scoring because their
meaning is inconsistent across cultures (Schwartz, 1994). For the purposes of the SGP,
however, cross-cultural validity is less of a concern than comprehensive coverage of the
values domain. Guiding principles that may be enacted in career settings were adapted
from existing vocational instruments (Rottinghaus et al., 2007; Savickas et al., 2002).
Vocational items covered a wide variety of different work orientations and were not
expected to form a single, coherent domain of guiding principles. These principles were
added to the SGP in order to allow the instrument to be used in multiple settings including
work, relationships and study, as well as for looking at general life values.
Three new domains of guiding principles were created. Health and fitness items
were added to form a new principle, physical health. Two items were added to measure
the importance of sexual relationships. Three items on experiential avoidance were
added, as this is a key concept in ACT (Ciarrochi & Bailey, 2008). The items express a
desire to control one’s daily experiences in order to avoid pain and unpleasantness. They
are: “Experiencing positive mood states”; “Feeling good about myself”; and “Leading a
stress-free life”. Experiential avoidance is a process by which a person is unwilling to
remain in contact with certain private experiences, such as thoughts, emotions and
memories, and makes efforts to avoid these experiences or the contexts in which they
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arise (Hayes et al., 2004). This process may be harmful, for example if someone drinks
alcohol excessively in order to reduce anxiety or distract themselves from painful
memories (Hayes et al., 2004). The problem lies not with the behaviour itself, but with its
rigid and inflexible use as a strategy to avoid undesired experiences. Thus, if the desire to
achieve positive moods, a strong self-image, or a stress-free life dominates a person’s
values, this may indicate a propensity for avoidance. Experiential avoidance is of interest
because, ironically, it may exacerbate distress and suffering. There is increasing evidence
that excessive avoidance is associated with psychopathology (Gloster, Klotsche, Chaker,
Hummel & Hoyer, 2011; Hayes et al., 2004; Kashdan & Rottenberg, 2010).
Stefanic (2009) conducted an exploratory factor analysis on the SGP (then a 52item instrument) and identified seven meaningful factors, accounting for 76.8% of the
variance in importance ratings. The factors are presented in italics in Table 11, along with
the other SGP items arranged according to the SVS value types, and the three additional
SGP domains (sex, health and experiential avoidance). Items from three different values
types joined to form a benevolence factor which expressed pro-social values around
loyalty, honesty, security of loved ones, and respect for elders. Two items based on the
SVS power value type formed a factor labelled influence, while two items based on SVS
achievement joined with two of the new vocational items to create a factor tapping
conscientious achievement. All three items based on SVS stimulation loaded onto a
single factor, labelled sensation-seeking. Two items from SVS self direction loaded
together with two of the new vocational items to form an artistic factor emphasising
creativity and aesthetic appreciation. The two spirituality items added to enhance this
aspect of the tradition domain joined to form a single, religious values factor. Finally, all
three new physical health items loaded onto a single factor. This study provided
1

Note that this table and the subsequent analyses exclude five vocational items and an additional item,
“Having courage”, as these are not intended to form a single principle. The place of these items in the
structure of the SGP is addressed in a later section.
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preliminary evidence regarding the structure of the SGP, but was not able to establish
whether it was a comprehensive measure of the values construct (Stefanic, 2009).
The purpose of the current study is to establish the content validity of the SGP; that
is, the degree to which the instrument samples the relevant content domain (Murphy &
Davidshofer, 1994). In this study, the content domain consists of the ten values
categories of the SVS. We examine relationships between these and the 13 SGP
principles and their component factors and items listed in Table 23. Our study addresses
two main questions. First, do the SGP items and domains that were based on the SVS
actually correlate with the corresponding SVS categories of values? Second, do the
additional domains of the SGP also correlate with SVS domains (that is, are we
measuring the same values as previously measured, or do the new domains actually
measure something not covered by SVS)?
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Table 23
Survey of Guiding Principles factors and items
Principle

Item or factor

Universalism

Relationship

Connecting with nature
Promoting justice and caring for the weak
Gaining wisdom and a mature
understanding of life
Benevolence

4 (.79)

Being loyal to friends, family and/or my
group; Being honest; Maintaining the
safety and security of my loved ones;
Showing respect to parents and elders

Tradition

Having relationships involving love and
affection
Having genuine and close friends
Helping others
Religious values

2 (.79)

Being at one with God; Acting consistently
with my religious faith and beliefs

Power and fame

Showing respect for tradition
Being self-disciplined and resisting
temptation
Meeting my obligations
Being safe from danger
Making sure to repay favours and not be
indebted to people
Influence

2 (.85)

Having authority, being in charge; Having
influence over people

Achievement

Being wealthy
Being admired by many people
Conscientious achievement

4 (.76)

Engaging in clearly defined work; Being
ambitious and hard working; Organising
things; Researching things

Stimulation

Having a sense of accomplishment and
making a lasting contribution
Being competent and effective
Having an enjoyable, leisurely life
Enjoying food and drink
Sensation-seeking

3 (.86)

Creative self-direction

Artistic

4 (.84)

Having an exciting life; Having a life filled
with adventure; Having a life filled with
novelty and change
Creating beauty in any domain (including
arts, dancing, gardening); Being creative;
Enjoying music, art or drama; Designing
things

Being self-sufficient
Being curious and discovering new things
Figuring things out, solving problems
Striving to be a better person
Being sexually active
Being sexually desirable
Physical health

3 (.82)

Conformity

Security

Hedonism

Sex
Physical health
Experiential avoidance

Items within factor
No. (α) List of items

Being physically fit; Engaging in sporting
activities; Eating healthy foods

Experiencing positive mood states
Feeling good about myself
Leading a stress-free life

Note. Cronbach’s alpha based on Grade 11 sample, n=66. Factors (in italics) are based on analysis by
Stefanic (2009).
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Method
Participants
Participants were Australian high school students at one Catholic secondary
college. Students completed the questionnaires for the current study in their penultimate
and final years of school. Sixty-six students (55.6% female, mean age 16.9 years, SD
0.3) completed the survey in Grade 11, 76 students (51.6% female, mean age 17.7 years,
SD 0.4) completed the survey in Grade 12, and 51 took part in both waves.
Procedure
The current research was part of a large, longitudinal study of factors associated
with well-being among Australian adolescents. The SVS and SGP were included in a
booklet of questionnaires completed by students during school hours, supervised by
teachers and researchers, without discussion. The questionnaires and methods were
approved by the university human research ethics committee and the Catholic Schools
Authority.
Materials
Survey of Guiding Principles. Two versions of the SGP were used. In Grade 11,
participants were given a 54-item version. The 54 items are listed in Table 1, classified
according to the principles to which they theoretically belong, and the factors identified in
the earlier study (Stefanic, 2009). This is the version used in the main studies for this
thesis, and also in a published validation study (Veage et al., 2011). In Grade 12, an
alternative version with four additional items and randomised question order was used.
The SGP measures value importance, activity, pressure and success. Only the importance
ratings were used for this part of the study. These were given on a nine-point scale from
1 (unimportant to me) to 9 (extremely important to me). Cronbach’s alpha coefficients
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are provided in Table 1 for the factors, but not for the other domains as items were used
separately.
Schwartz Values Survey. The SVS has 56 items, each rated for importance on
the following scale: -1 (opposed to my values); 0 (not important); 3 (important); 6 (very
important); 7 (of supreme importance). Eleven items are not included in scoring the 10
values types because they are not stable across cultures (Schwartz, 1992, 1994). Hence,
the scores used in most studies – including the study in which confirmatory factor
analysis was used to corroborate the 10 types (Schwartz & Boehnke, 2004) – are based on
45 items. Although the scale is ordinal, it is common practice with the SVS to calculate
means as summary scores. We followed previous researchers in using the 45 items to
create summary scores for the 10 values types. A complete list of items, organised into
the 10 types, is provided in Table 24. Internal consistency reliability was low for several
of the value types, particularly security, hedonism, achievement and tradition.

Table 24
Schwartz Values Survey sub-scales
Sub-scale

No. items (α)

Items

Universalism

8 (.87)

Benevolence
Tradition
Conformity
Security
Power
Achievement
Hedonism
Stimulation
Self Direction

5 (.80)
5 (.68)
4 (.73)
5 (.57)
4 (.72)
4 (.65)
2 (.54)
3 (.71)
5 (.76)

Equality, World at peace, Unity with nature, Wisdom, World of beauty, Social
justice, Broadminded, Protect the environment
Loyal, Honest, Helpful, Responsible, Forgiving
Respect for tradition, Moderate, Humble, Accept position in life, Devout
Politeness, Self discipline, Honour parents and elders, Obedient
Social order, National security, Reciprocation of favours, Family safety, Clean
Social power, Wealth, Authority, Public image
Ambitious, Influential, Capable, Successful
Pleasure, Enjoy life
Exciting life, Varied life, Daring
Freedom, Creativity, Independent, Choose own goals, Curious

Note. Cronbach’s alpha based on Grade 11 sample, n=66.

Analysis
Data analysis consisted of a series of simultaneous multiple regression analyses
predicting SVS value types, first from SGP items theoretically associated with them
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(matched domains), and then from SGP items not theoretically related (unmatched
domains). SGP items that had formed coherent factors in the earlier analysis (see Table
2) were entered as summary scores. All other SGP items were entered separately.
Pearson correlations between SVS summary scores and individual SGP items and factors
were also calculated.
Results
Multiple correlation coefficients indicating the strength of relationships between
SVS value types and SGP factors and items are presented in Tables 25 and 26 (Grades 11
and 12 respectively).

SGP principles that are not derived from the SVS are shown in the

lowest three rows.

Table 25
Multiple correlation coefficients for predicting Schwartz Values Survey scores from Survey of
Guiding Principles (SGP) factors and items (Grade 11 sample)

Schwartz Values Survey value types

SGP principle
Universalism
Relationship
Tradition
Conformity
Security
Power and fame
Achievement
Hedonism
Stimulation
Creative selfdirection
Sex
Physical health
Experiential
avoidance

Uni

Ben

Trad

Conf

Sec

Pow

Ach

Hed

Stim

Self

n=62

n=59

n=61

n=62

n=61

n=61

n=61

n=62

n=62

n=61

.63***
.42*
.15
.38**
.28
.26
.46**
.43**
.39*

.52**
.55**
.26
.39*
.40**
.27
.42*
.40**
.22

.28
.26
.41**
.23
.25
.41*
.32
.37*
.45**

.40*
.37
.30
.31
.37*
.32
.37*
.51***
.18

.39*
.45*
.20
.37*
.45**
.31
.49**
.41**
.31

.33
.21
.10
.21
.10
.59***
.30
.17
.27

.34
.16
.20
.42**
.14
.25
.48**
.34*
.36*

.40*
.21
.16
.20
.20
.31
.30
.42**
.31

.39*
.34
.19
.26
.33*
.48**
.30
.54***
.72***

.51**
.24
.16
.47**
.20
.26
.48**
.49***
.49**

.60***

.50**

.30

.36

.39

.35

.54**

.38

.51**

.63***

.21
.36*

.14
.38*

.16
.36*

.07
.44**

.24
.44**

.42**
.33

.25
.25

.32*
.28

.19
.41*

.31
.20

.62***

.48**

.32

.24

.40*

.09

.42*

.51**

.56***

.58***

Note. Cells in bold indicate matched domains. * p<.05 ** p<.01 ***p<.001

With the exception of conformity in Grade 11 (marginally non-significant, p =
.055) and security in Grade 12, all the SVS value types were positively correlated with
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the matched domains in the SGP (shown in bold in Tables 25 and 26). In six of the 10
SVS sub-scales the correlation was strongest with the matched SGP domain, compared
with other SGP domains (excluding sex, physical health and experiential avoidance,
which are not part of the SVS). This was the case for both years, but the six sub-scales
differed from year to year. Conformity and security were the most problematic areas, but
there were also issues with tradition and achievement (Grade 11) and benevolence (Grade
12). SVS conformity was predicted by the SGP domains of universalism, achievement
and security in both years, and relationship and tradition values in Grade 12. SVS
security was predicted by the SGP domains of universalism and relationships in both
years, and conformity, hedonism and achievement in Grade 11. Some strong
relationships were found that conflicted with the SVS circumplex model. For example, in
Grade 11, SVS tradition was predicted by SGP power, hedonism and stimulation, which
are theoretically opposite on the SVS circumplex. Similarly, we found that SVS
benevolence was predicted by SGP achievement values in Grade 12, although these are
theoretically incompatible.
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Table 26
Multiple correlation coefficients for predicting Schwartz Values Survey sub-scale scores from
Survey of Life Principles (SGP) factors and items (Grade 12 sample)
Schwartz Values Survey value types

SGP principle
Universalism
Relationship
Tradition
Conformity
Security
Power and fame
Achievement
Hedonism
Stimulation
Creative selfdirection
Sex
Physical health
Experiential
avoidance

Uni

Ben

Trad

Conf

Sec

Pow

Ach

Hed

Stim

Self

n=75

n=75

n=75

n=75

n=75

n=75

n=75

n=75

n=75

n=75

.66***
.43**
.27
.26
.13
.24
.35*
.21
.28

.63***
.58***
.27
.40**
.40**
.13
.42**
.11
.11

.42**
.45**
.47***
.12
.07
.29
.29
.21
.16

.52***
.64***
.37**
.55***
.33*
.22
.46**
.05
.16

.43**
.41*
.21
.27
.18
.27
.22
.12
.31

.27
.23
.08
.11
.14
.63***
.14
.16
.30

.32
.23
.15
.23
.28
.39*
.45**
.36*
.25

.07
.26
.22
.24
.09
.17
.13
.44***
.48***

.26
.31
.19
.12
.12
.28
.13
.34*
.65***

.32
.25
.01
.21
.29*
.13
.33*
.33*
.32

.51**

.46**

.39*

.45**

.32

.24

.35

.26

.37

.53***

.26
.44**

.25
.35*

.20
.29

.23
.32

.15
.30

.17
.28

.12
.42**

.50***
.23

.23
.46**

.15
.29

.24

.35*

.24

.16

.28

.18

.20

.22

.24

.55***

Note. Cells in bold indicate matched domains. * p<.05 ** p<.01 ***p<.001

The three new domains covered by the SGP – sex, physical health and experiential
avoidance – each had a unique pattern of relationships with SVS value types. SVS
hedonism and power were predicted by SGP sex. SGP physical health was moderately,
positively associated with most SVS value types in either or both years, except power,
hedonism and self direction. A different pattern emerged for experiential avoidance,
which was a strong predictor of self direction values in both years and, in Grade 11 only,
several other values on the openness to change side of the circumplex: universalism,
benevolence, hedonism and stimulation. Relationships with more conservative values
such as SVS tradition, conformity and power were weaker or non-significant.
To explore some of the apparent inconsistencies in the relationship between SVS
value types and the SGP, bivariate Pearson correlations were calculated with individual
SGP factors and items (Table 27). To control for Type 1 error, correlations have been
reported only when the multiple correlation coefficient for the SGP domain was
significant (in Tables 4 and 5), and where the one-tailed significance level was less than
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or equal to .001. As would be expected from the regression analyses, the strongest and
most consistent correlations were found between SVS value types and SGP items or
factors from the matched domains. This was the case for eight of the ten SVS sub-scales.
Relationships with items and factors from the non-matched domains were much less
consistent, rarely appearing in both years. For example, for universalism, power and selfdirection, most of the SGP component items correlated significantly with their SVS
counterparts in both Grade 11 and Grade 12. (In most cases, there were also significant
correlations with the remaining matched domain items, but these did not reach the
criterion of p ≤ .001.) SVS universalism and self direction also correlated with many
items from other SGP domains, but only in Grade 11.
In Grade 11, SVS universalism correlated with items from the achievement,
stimulation, hedonism, creative self direction and experiential avoidance domains. In
Grade 12 the pattern of correlations was more limited and focused on the caring and
selfless aspects of relationships, the creative self direction item “Striving to be a better
person”, and the health item, “Eating healthy food”. SVS benevolence connected with
the universalism item, “Promoting justice” in both years, and in Grade 12 with aspects of
conformity, security and “Striving to be a better person”. SVS tradition was correlated
with power and stimulation values in Grade 11, but with universalism and relationship
values in Grade 12. The latter pattern is more consistent with what would be expected
based on Schwartz’s (1992) theory. Similarly, the pattern of correlations between SVS
conformity and SGP items and factors – such as “Helping others”, “Respect for tradition”
and, again, “Striving to be a better person” – was more coherent in Grade 12 than in
Grade 11. SVS security, in contrast, connected with very few SGP items in Grade 12, but
in Grade 11 was correlated with two achievement items, two health items, hedonism and
experiential avoidance. In both years it was positively correlated with the benevolence

239

factor (caring and selfless social behaviours), which is not surprising as one of the items
in this factor, “Maintaining the safety and security of my loved ones”, was originally a
security item.
SVS power related almost exclusively to the matched domain SGP items, also
correlating with “Being sexually active” in Grade 11. This suggests it is quite distinct
from other values and principles. SVS achievement connected, in Grade 12, with power
and hedonism – adjacent values on the SVS circumplex – and also with the new SGP
domain of health. In Grade 11, however, this value type was more closely related to
creative self direction values. SVS hedonism was correlated in Grade 12 with SGP items
tapping the adjacent value type of stimulation, while SVS stimulation was correlated in
Grade 11 with SGP items from the adjacent domains of hedonism and self direction, as
well as one power item, “Being admired by many people”. In Grade 12, this value type
was more closely related to health, particularly fitness and sport. Finally, SVS self
direction connected with experiential avoidance in both years, and with a wide range of
values in Grade 11 only, including the universalism value, “Gaining wisdom and a mature
understanding of life”, the conformity value, “Meeting my obligations”, and the
achievement value, “Having a sense of accomplishment and making a lasting
contribution”. Although achievement, conformity and self direction are widely separated
on the SVS circumplex, the SGP items seem to tap into a common desire for personal
growth and fulfilment of one’s potential.
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Table 27
SGP items with the highest correlations with SVS value types
SVS
value type

SGP principle

Universalism

Universalism

Relationship
Achievement

Stimulation
Hedonism
Creative self direction

Experiential avoidance
Physical health
Benevolence

Relationship
Universalism
Conformity
Security
Achievement
Hedonism
Creative self direction
Experiential avoidance

Tradition

Tradition
Power and fame
Stimulation
Universalism
Relationship

Conformity

Conformity
Security
Hedonism
Universalism
Relationship
Tradition
Achievement
Creative self direction
Health

Security

Security
Universalism
Relationship
Achievement

SGP item or factor

Pearson’s r
Grade 11
(n=66)

Grade 12
(n=75)

Connecting with nature
Promoting justice
Wisdom
Benevolence
Conscientious achievement
Being competent and effective
Having a sense of accomplishment and making a
lasting contribution
Having a life filled with novelty and change
Having an enjoyable, leisurely life
Artistic
Being self-sufficient
Being curious
Striving to be a better person
Experiencing positive mood states
Feeling good about myself
Eating healthy food

.54
.46
.40

.48
.58

Benevolence
Helping others
Promoting justice
Being self-disciplined and resisting temptation
Reciprocation of favours, not being in debt
Conscientious achievement
Being competent and effective
Enjoying food and drink
Striving to be a better person
Feeling good about myself

.49
.46
.49

Showing respect for tradition
Religion
Being admired by many people
Having an exciting life
Having a life filled with adventure
Promoting justice
Benevolence

.41

Being self-disciplined and resisting temptation
Being safe from danger
Enjoying food and drink
Connecting with nature
Promoting justice
Benevolence
Helping others
Showing respect for tradition
Having a sense of accomplishment and making a
lasting contribution
Striving to be a better person
Eating healthy foods
Being safe from danger
Promoting justice
Benevolence
Conscientious achievement
Being competent and effective

.42
.38
.40
.37
.38
.42
.44
.46
.47
.36
.54
.55
.41

.39
.41
.48

.58
.54
.34
.37
.34
.38
.37
.36
.35

.40
.42
.47
.42
.39
.53
.38
.51
.37
.49
.60
.38
.35
.41
.38
.40
.40
.43
.42
.43

.40
.40
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SVS
value type

SGP principle

Hedonism
Health
Experiential avoidance
Power

Power and fame

Sex
Achievement

Achievement

Power and fame
Hedonism
Health
Creative self direction

Experiential avoidance
Hedonism

Hedonism
Stimulation
Sex
Experiential avoidance

Stimulation

Stimulation

Hedonism
Creative self direction
Universalism
Power and fame
Health
Experiential avoidance
Self-direction

Creative self direction

Universalism
Conformity
Achievement

Hedonism
Stimulation
Experiential avoidance

SGP item or factor

Pearson’s r
Grade 12
(n=75)

Having an enjoyable, leisurely life
Eating healthy foods
Playing sport
Feeling good about myself

Grade 11
(n=66)
.37
.41
.39
.40

Influence
Being wealthy
Being admired by many people
Being sexually active

.45
.53

.35
.53
.52

Having a sense of accomplishment and making
a lasting contribution
Conscientious achievement
Being competent and effective
Being wealthy
Having an enjoyable, leisurely life
Being physically fit
Being curious
Solving problems
Being self-sufficient
Feeling good about myself

.41

Having an enjoyable, leisurely life
Having an exciting life
Having a life filled with adventure
Being sexually active
Being sexually desirable
Experiencing positive mood states
Feeling good about myself

.40

Having an exciting life
Having a life filled with adventure
Having a life filled with novelty and change
Having an enjoyable, leisurely life
Striving to be a better person
Connecting with nature
Being admired by many people
Being physically fit
Playing sport
Feeling good about myself

.67
.67
.58
.54
.39
.37
.41

Artistic
Being self-sufficient
Being curious
Problem solving
Wisdom
Meeting my obligations
Being competent and effective
Having a sense of accomplishment and making a
lasting contribution
Having an enjoyable, leisurely life
Having a life filled with adventure
Having a life filled with novelty and change
Experiencing positive mood states
Feeling good about myself

.52
.46
.50
.41
.47
.46
.41
.42

.42
.40

.38
.38
.39
.35
.39
.43
.43
.39
.38
.44
.41
.38
.45
.46

.43
.46
.51
.56
.45

.45
.34
.55

.47
.47
.43
.51
.53

.41
.44

.51
.34

All reported correlation coefficients are significant at p≤.001. Bold cells indicate matched domains.
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Discussion
A key focus for ACT is enabling clients to identify and activate their values. The
SGP was designed to present ACT clients with a comprehensive list of values to consider,
allowing them to decide what is most important to them. In addition, the SGP has
potential for use in research evaluating the effectiveness of ACT, and investigating
relationships between values dimensions, other constructs, and behaviour. To establish
whether the SGP adequately covers the content domain of universal human values, we
examined relationships between importance scores for the 13 SGP principles and
summary scores on the instrument from which it was derived: the Schwartz Values
Survey (SVS; Schwartz, 1992). Data were collected from high school students in two
consecutive years. Multiple regression analyses demonstrated that in each year, nine of
the 10 SVS value types were predicted by their matched domains in the SGP. Where the
overall relationship was significant, correlations between SVS value types and individual
SGP items in matched and unmatched domains were calculated to examine these
relationships in greater detail.
Power, stimulation, self-direction and universalism values on the SVS consistently
had the strongest correlations with their counterparts on the SGP. Power values stood
apart from all other values, being predicted only by SGP power and sex items. Previous
researchers have also noted that power is a conceptually narrow domain, compared with
other types of values (Bardi & Schwartz, 2003). The SGP stimulation items accounted for
52% and 42% of the variance in SVS stimulation in Grades 11 and 12 respectively,
indicating that these items covered the content well. In Grade 11, there were also strong
relationships with the SGP domains of hedonism, creative self direction and power. The
connection with hedonism – an adjacent value on the SVS circumplex – was also
apparent in Grade 12. The SGP creative self direction items were strong predictors of
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SVS self direction in both years. This SVS value type was also predicted by items from
several other SGP domains, some consistent with Schwartz’s (1992) theory (e.g.,
stimulation, hedonism, universalism) and others inconsistent (e.g., security, conformity).
Bivariate correlation analyses revealed that SVS self direction was related to SGP items
as diverse as wisdom, competence, personal responsibility, lasting accomplishment,
enjoyment of life, adventure and novelty in Grade 11, although the correlations in Grade
12 focused exclusively on the matched domain of creative self direction and also
experiential avoidance. The SGP universalism items accounted for 40% and 44% of the
variance in SVS universalism in Grades 11 and 12 respectively. Again, in Grade 11 there
was a broad range of correlations between this SVS value type and unmatched SGP
domains, particularly items from creative self direction, hedonism and stimulation,
whereas in Grade 12 the pattern was clearer and more consistent with theory.
Benevolence, tradition, hedonism and achievement values were related both to their
matched SGP domains and, sometimes more strongly, to unmatched SGP domains. SVS
benevolence was predicted by the SGP relationships domain, but also consistently by the
SGP domains of universalism, self direction, security and achievement. For example, the
items, “Promoting justice” and “Striving to be a better person” connected with this value
type in both years, suggesting it may cover a broader range of content than originally
conceptualised. SVS tradition was predicted by its matched SGP domain, but also (in
Grade 11 only) by SGP stimulation items, which in theory should fall on the opposite side
of the circumplex. These unexpected relationships disappeared in Grade 12. SVS
hedonism was predicted by SGP hedonism items, and the individual item, “Having an
enjoyable, leisurely life” correlated with this SVS value type in both years. In Grade 12,
SVS hedonism also correlated with items in the stimulation domain, which is not
surprising. The overlap between hedonism and stimulation values is also reflected in
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their adjacent positions on the SVS circumplex (Schwartz, 1992). SVS achievement was
predicted by its matched SGP domain and also (in Grade 11 only) by SGP creative self
direction items, suggesting an emphasis on using one’s talents for personal fulfilment and
a sense of competence. In contrast, in Grade 12 this value connected with SGP power and
hedonism items, emphasising material success. This difference illustrates the difficulties
with defining the achievement value type, which seems to contain a tension between
individualistic concerns for recognition and accumulating resources and a more pro-social
orientation towards being productive and contributing to society.
The SVS domains of conformity and security were not consistently captured by
their matched SGP domains, although they were well captured overall by the SGP,
correlating with relationship and universalism domains. For each of these values, we
found significant, moderate multiple correlation coefficients with the matched SGP
domain for only one of the two years studied. Relationships with other SGP domains
were stronger and, in some cases, inconsistent with the SVS circumplex model of
conflicts and compatibilities among values. For example, in Grade 11, SVS security was
related significantly to SGP security, but also had moderate relationships with hedonism,
universalism and achievement. Also in Grade 11, the relationship between SVS
conformity and its matched SGP domain was marginally non-significant, but this value
was correlated with SGP domains of hedonism, universalism and achievement. We
would have expected conformity and security to relate only to each other, and to the
adjacent values of benevolence and tradition, which all emphasise preserving social
relationships, subordination of self, and preference for stability over novelty (Schwartz,
1994). For conformity, a somewhat more coherent pattern of relationships appeared in
the Grade 12 data.
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Overall, there was a narrower range of correlations between SGP items and SVS
sub-scales in Grade 12 compared with Grade 11 for most value types. In general,
theoretically related values were more strongly related in the older sample, while
correlations with theoretically unrelated value types tended to disappear. This may
indicate that, as participants matured during late adolescence, they gained a more
sophisticated understanding of conflicts and trade-offs among values and thus became
more similar to the adults who took part in the SVS validation studies (Schwartz, 1992,
1994).
Ten SVS items are not included in the scoring of the instrument due to instability of
meaning across cultures (Schwartz, 1992, 1994). These omissions are likely to account
for some of the observed inconsistencies between the SVS and the SGP, which does
include some of this content. For example, the SVS items, “Mature love” and “True
friendship” are not used in scoring, despite their obvious importance as universal human
values. This may explain why neither item correlates (to p<.001) with the overall SVS
benevolence score. Nevertheless, we believe the inclusion of these items strengthens and
broadens the SGP relationships domain. Schwartz (1994) found that spirituality was not
a reliable value type across cultures. Religion tends to be a strong guiding force for some
people, yet ignored by others. We included two spirituality items in the SGP to cater to
those individuals who find religion a source of important values in their lives. These
items seemed to relate most strongly to the tradition domain, but further work is required
to investigate where they might best fit in the structure of the SGP.
Two of the three additional SGP domains related in understandable ways to SVS
value types. The SVS has a single item on physical health, “Healthy (not being sick
physically or mentally)”, but it is not included in any of the 10 values types. In other
theories (e.g., Chulef et al., 2001; Grouzet et al., 2004; Reiss, 2004), physical health is
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treated as a separate category of values, which is the approach we have adopted in
constructing the SGP. We found that the SGP health items predicted SVS universalism,
benevolence and stimulation value types in both years, and also connected with a wide
range of other value types in one year or the other. Having a healthy body may be
instrumental to other goals (Chulef et al., 2001), while participation in sports is a route to
pursuing achievement, stimulation and hedonism goals around mastery, risk taking, social
interaction and enjoyment. The SGP sex items predicted SVS hedonism in both years,
and SVS power in Grade 11. These SVS value types fall within the higher-order
dimensions of openness to change and self enhancement, as opposed to conservation and
self transcendence. Some researchers’ definitions of hedonism include sexual activity
(e.g., Cohen & Cohen, 2001). Sexual values were also connected – among the 16-yearolds, at least – with a desire for social dominance (i.e., power values).
Finally, the experiential avoidance items predicted SVS benevolence and self
direction in both years, and several other SVS domains in Grade 11 only. Experiential
avoidance is characterised by excessive efforts to control difficult emotions, thoughts and
situations, which can be life-distorting and ultimately associated with a greater likelihood
of suffering and psychopathology (Hayes et al., 2004). The experiential avoidance items
were included to tap the importance of positive moods (or conversely, avoiding anxiety
and depression), a positive view of the self (avoiding unfavourable comparisons with
others) and a stress-free life (avoiding discomfort and potential failure). Such indicators
of avoidance may be of use to therapists working with clients, or to individuals seeking to
clarify their own values and desired life directions. These items require further validation
before they can be used in the intended way, however. Their relationship to the SVS
value types did not conform to an understandable pattern, and replication is needed to
investigate where they might fit in the structure of values. Their content validity has not
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yet been established against other measures of experiential avoidance. A further
difficulty with the avoidance items is that they may conceptually overlap with measures
of mental health and well-being. In the main part of this thesis, the SGP will be used to
investigate relationships between values and well-being. The inclusion of experiential
avoidance may cause confounding of the two measures. For this reason, later analyses of
the SGP reported in this dissertation will exclude these three items and they will not be
discussed further here.
Limitations and future research
This study has demonstrated that the SGP adequately covers the content domain of
values, providing a first step towards validating the SGP for use in applied settings and
research. Participants were older adolescents or young adults in their final years at an
Australian Catholic high school. The small size and restricted nature of the sample limits
generalisation of these results, and further studies in other populations are required.
Nevertheless, their ages and backgrounds were similar to those of the participants in the
main studies of this thesis, with whom the SGP will be used to investigate relationships
between values, well-being and other constructs.
Relationships among the SGP and SVS items may have been affected by low
reliabilities of some SVS sub-scales. Our study was not unique in finding very low
Cronbach’s alpha coefficients for the value types. For example, Bardi and Schwartz
(2003, p. 1211) reported alphas ranging from .49 to .76 (M = .68 across the 10 types), and
this variation was assumed to reflect genuine differences “in the breadth of the values
constructs”. Further, most of the values types and many of the SGP items were
negatively skewed, which again is not an uncommon problem in values research, given
that values are – by definition – ideas that people consider important and desirable. Our
purpose with the current study was not to judge the validity and reliability of the SVS
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circumplex structure, but to draw upon its content – which has been validated across
many cultures - a basis for measuring a comprehensive range of guiding principles.
Nevertheless, we cannot assume that the new instrument will conform to the same pattern
of 10 value types found with the SVS. Therefore, the structure of the SGP requires
further investigation. This question is addressed by the following section of this chapter.
Structure of the SGP
The SGP was not intended to replicate the SVS but to create a broader instrument
that captured additional aspects of values that may be relevant to applied work and
research in ACT. Consequently, the SVS content was supplemented with items based on
other values research (e.g., Braithwaite & Law, 1985) and vocational interest inventories
(Rottinghaus et al., 2007; Savickas et al., 2002). These items were kept separate from the
10 SVS values categories in the analyses reported above. It is unclear, however, whether
they are indeed separate, additional values constructs or whether they fit into existing
categories of values – and, if so, where they fit. Moderate to strong cross-correlations of
some SGP values categories with other categories not theoretically related (according to
the SVS circumplex model; Schwartz, 1992) suggest the patterns of associations among
values may differ from that proposed by SVS. Further evidence comes from an earlier
factor analysis of the SGP (Stefanic, 2009) in which items from three different values
categories joined to form a coherent and reliable factor (“benevolence”) that comprised
four pro-social values: showing respect for elders, being honest and loyal, and ensuring
one’s loved ones are safe. The low internal consistency reliability for some of the SVS
scales, notably Security and Hedonism, may be due to the small number of items in these
scales, but it is also possible that these items do not measure a single, underlying
construct in our sample. Together, these findings suggest a need to investigate whether
there are other logical ways to organise the value content of the SGP.
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Some clues as to how a re-organised SGP might look come from other theories of
universal human values. One of the most prominent is Self-Determination Theory (SDT;
Deci & Ryan, 2000) which proposes that there are two basic categories of goals: intrinsic
and extrinsic. This division was based on empirical research which demonstrated a
relationship between relative priority for extrinsic goals and poorer well-being (e.g.,
Kasser & Ryan, 1993, 1996). According to SDT, intrinsic goals are better able than
extrinsic goals to satisfy basic psychological needs for competence, autonomy and
relatedness (Deci & Ryan, 2000).
The Aspirations Index is commonly used in SDT research to assess goal priorities.
The original instrument (Kasser & Ryan,1993) measured three types of intrinsic goals:
self acceptance (growth, self esteem, autonomy); affiliation (family life, close
friendships); community feeling (altruism, creating a better world). A fourth goal,
financial success, was seen as extrinsic. The Aspirations Index was later expanded to
include three types of extrinsic goals: financial success, social recognition and an
appealing appearance (Kasser & Ryan, 1996). Goals that are not easily classified as
either intrinsic or extrinsic have been neglected, or treated inconsistently, in SDT
research. For example, physical health is sometimes included as an intrinsic goal (Kasser
& Ryan, 2001) and sometimes excluded (Ryan et al., 1999). Despite the fact that
educational achievement and future career goals tend to be prominent in lists of
adolescents’ self-generated goals (e.g., Massey et al., 2009; Wicker, Lambert, Richardson
& Kahler, 1984) and are considered both normative and beneficial (Nurmi & SalmelaAro, 2002), these generally do not appear in SDT studies of young people.
The limitations of the Aspirations Index have been acknowledged by SDT
researchers, who examined the structure and contents of a wider range of goals in a study
of 1854 young adults across 15 nations (Grouzet et al., 2005). Drawing on the work of
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Schwartz (1992) and other values researchers, they added conformity, security, hedonic
and spirituality goals to the instrument, along with the existing intrinsic goals (community
feeling, affiliation, self-acceptance and physical health) and extrinsic goals (financial
success, image and popularity). Relative importance ratings for the 11 types of goals
formed a circumplex structure similar to that found for the SVS (Schwartz & Boehnke,
2004). Across all samples, the goals clustered coherently across the intrinsic/extrinsic
dimension (as predicted by SDT) and also seemed to be organised along a second
dimension, namely self-transcendence versus physical self (Grouzet et al., 2005). The
placement of certain goals varied somewhat across cultures, but the overall pattern of
higher-level divisions remained consistent (see Table 6). Conformity clustered with
extrinsic goals, security with intrinsic, while hedonic and spirituality goals were neutral
with respect to this dimension.
The idea that some goals are more intrinsically motivating than others has been
challenged. Like Schwartz, Reiss (2004) proposed that there was a finite number of
values, which he defined as universally motivating, psychologically relevant end goals or
“ends” (as opposed to instrumental goals or “means”). More than 3000 people of diverse
ages and backgrounds took part in four studies, rating 128 values items for importance,
which reduced to 16 reliable factors (see Table 28). These were found to be internally
consistent, stable over time and minimally affected by social desirability. Rejecting the
notion that some goals were better able than others to satisfy basic psychological needs,
Reiss (2004, p. 186) argued that pursuit of any of the 16 values could bring about “a
different joy”, albeit temporarily.
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Table 28
Comparison of theoretical perspectives on the organisation of values
Schwartz Values
Survey
(Schwartz, 1992)

Aspirations Index
(Grouzet et al., 2005)

Taxonomy of goals
(Chulef et al., 2001)

Reiss Values
Profile
(Reiss, 2004)

Universalism

Community (2)

Social awareness (14)
Ethics & idealism (15)

Idealism

Benevolence

Affiliation (3)

Sex & romance (1)
Marriage (2)
Family (3)
Belonging, social recognition & approval (6)
Friendship (7)
Receiving from others (8)
Positive social qualities (10)
Teaching & helping others (11)

Romance
Family
Social contact

Conformity

Conformity (11)

Defence vs rejection (9)

Acceptance

Tradition

Spirituality (1)

Religion (13)
Higher meaning (23)

Honour

Security

Safety (6)

Stability & safety (22)

Tranquillity
Saving

Power

Financial success (8)
Popularity (9)
Image (10)

Finances (30)
Leadership (12)
Physical appearance (4)

Power
Status
Vengeance

Achievement

Hedonism

Achievement (26)
Career (28)
Intellect & education (29)
Hedonism (7)

Stimulation
Self-direction

Other, not in SVS

Eating
Flexibility, openness & excitement (19)
Entertainment (20)

Self-acceptance (4)

Physical health (5)

Self-sufficiency & self-determination (27)
Freedom (16)
Aesthetics (17)
Creativity (18)
Personal growth (23)

Independence

Physical health (5)
Psychological well-being (21)
Order (25)

Physical exercise

Curiosity

Order

Note. Values are ordered according to the SVS circumplex structure. Correct order of goals in the
Aspirations Index and the Taxonomy is indicated by numbers in brackets. Reiss (2004) did not specify an
ordered structure of relationships among values.
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Chulef and colleagues (2001) set out to establish a comprehensive taxonomy of
goals by compiling a list of 135 goals and asking participants to sort them into up to 30
groups based on semantic similarity. Hierarchical cluster analysis of the semantic
similarity groupings showed two high-level distinctions in the goals data: goals relating to
sex, marriage, children and family of origin versus all other goals, which in turn divided
into interpersonal versus intrapersonal goals. In all, 30 small clusters of goals were
identified (Table 7). Interpersonal goals included friendship and other pro-social goals
such as helpfulness, loyalty and leadership, while intrapersonal goals divided into those
concerned with social awareness and religion, creativity and openness, well-being and
security, and finances/career/education (Chulef et al., 2001).
American college students rated the valence of 46 or 56 goals respectively in two
studies (Wicker et al., 1984). The ratings, on a scale of zero to one hundred, were used in
hierarchical cluster analysis to investigate the students’ average perceptions of
motivational structure. In both studies, a clear distinction between two types of motives
was apparent. “Individual striving” goals included smaller groupings such as
“competitive ambition” and “exploration-play” (Study 1) or “freedom-explorationsuccess” (Study 2). “Harmony seeking” goals covered a broad range of smaller
categories, such as “security”, “interpersonal closeness” and “personal growth” (Wicker
et al., 1984). A principal-components factor analysis combining data from both studies
identified six factors: interpersonal concern, competitive ambition, exploration-play,
balanced success, economic status and intellectual orientation.
Hierarchical cluster analysis is able to identify a wide range of distinctions
between items, including those relevant within small subsets, in contrast to factor analysis
which aims to identify broader distinctions, all at similar levels of abstraction (Chulef et
al., 2001). Values can be seen as forming a “hierarchy of generality”: specific classes of
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motives, nested within successively broader, more general categories (Wicker et al., 1984,
p. 286). For this reason, hierarchical cluster analysis is a suitable statistical technique for
investigating the structure of values measured using the SGP. In the current study, we
applied this technique to a similarity matrix of correlation coefficients among the SGP
items, which were rated for importance by participants in two online surveys, one year
apart. Because no fit statistics are available, and there is a lack of consensus on how to
determine the best number of clusters (Everitt, Landau & Leese, 2001), the cluster
categories were then replicated with another sample of adolescents who completed a
survey during their final year of high school. Cross-validation is a recommended method
for establishing the stability of cluster solutions (e.g., Gonzalez, Paoloni, Donolo &
Rinaudo, 2012). Based on previous empirical and theoretical work, we expected to be
able to identify approximately 10 clusters largely corresponding to the SVS basic values,
reducing to a smaller number of higher-level, more abstract categories similar to those
found on opposite sides of the SVS circumplex model and by other values researchers.
Method
Participants
For the main analysis, participants were young people who completed an online
survey at the end of their final year of high school. This sample is described in detail in
Chapter 2. For the replication analysis, participants were 76 Grade 12 students (51.6%
female, mean age 17.7 years, SD 0.4) participating in the final wave of a longitudinal
study at one Catholic high school at which data collection was lagged by one year from
the main sample.
Procedure
Main study participants were emailed a link to a website where they completed
the questionnaires online, the first in late 2008 and the second approximately one year
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later. Replication study participants completed the SGP as part of a booklet of
questionnaires during school hours, supervised by researchers and teachers.
Questionnaires and study methods were approved by the university human research ethics
committee and the school-based study was also approved by the Catholic Schools
Authority.
Materials
The Survey of Guiding Principles (SGP; Ciarrochi & Bailey, 2008) was used to
measure value importance, activity, pressure and success. The SGP is described above.
Only the importance ratings were used for this study. These were given on a nine-point
scale from 1 (unimportant to me) to 9 (extremely important to me). Three items were
excluded to avoid confounding with well-being measures (in future studies). These were:
“Enjoying positive mood states”; “Feeling good about myself”; and “Leading a stress-free
life”. After excluding these items, the SGP used in the main (online) study had 51 items.
The replication (single school) study used a later version with four extra items, and values
were presented in a different order.
Analysis
The data source for the cluster analysis was a similarity matrix comprising the
Pearson product-moment correlations among importance ratings for 51 SGP items.
Correlation coefficients are frequently used as similarity measures for cluster analysis in
the social sciences (Aldenderfer & Blashfield, 1984). Hierarchical cluster analysis was
chosen because it assumes that clusters are nested within larger and increasingly abstract
categories. This assumption is consistent with theoretical perspectives on values. For
example, the SVS circumplex of 10 basic values is an abstraction of over 50 items, and
can be condensed into larger, contrasting categories, such as the distinction between self-
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transcending and self-enhancing values (Schwartz, 1992). Using this procedure also
allows comparison with previous work in classifying goals (Chulef et al., 2001).
Hierarchical agglomerative cluster methods start by treating every case (in this
study, every SGP item) as a separate cluster, and in each successive step clusters are
merged until only one, all-encompassing cluster remains (Aldenderfer & Blashfield,
1984). Linkage rules determine how the clusters are formed. We used between-group
average linkage, which is suitable for use with similarity matrices (Everitt et al., 2001).
With average linkage methods, an item will be joined to a cluster if it achieves a threshold
level of average similarity to all other items in that cluster (Aldenderfer & Blashfield,
1984). Hierarchical agglomerative clustering involves only one pass through the data
(unlike iterative methods, such as k-means clustering) so once an item is joined to a
cluster, it remains there through all subsequent steps in the analysis (Aldenderfer &
Blashfield, 1984). SPSS was used to conduct the analysis and generate agglomeration
tables and dendrograms.
Results
The hierarchical organisation of the 51 items and clusters for the main data set, is
presented in Figure 13 (Grade 12) and Figure 14 (post-school) and for the replication
sample in Figure 15. Cluster labels at the left of the figures were generated by the author,
based on semantic similarity of the items within the cluster. Vertical lines indicate joined
clusters. The position of these lines, relative to the scale at the top of the figure, indicates
how closely they are joined. These distances are rescaled by SPSS into the range 0-25
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Figure 13 Hierarchical structure for 51 values in main sample, Grade 12

257

Figure 14 Hierarchical structure for 51 values in main sample, post-school
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Figure 15 Hierarchical structure for 55 values in replication sample, Grade 12
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but are proportional to the distances in the original scale. Capital letters (e.g., (A)) in the
text below refer to notations in the figures.
Large changes in the agglomeration coefficients were used as a guide to the
optimal number of clusters into which the SGP items could be organised. In the absence
of clear consensus on formal methods, this informal approach is often used, although it is
acknowledged that it can be somewhat subjective (Everitt et al., 2001; Wicker et al.,
1984). For the Grade 12 data, there was a large change between stages 45 and 46,
indicating that the data could be organised into six clusters. These were: power/sex (A);
physical health (B); stimulation/pleasure (C); creativity/self-expression (D); pro-social
(E); and faith/tradition/skilled worker (F & G). For the post-school data, there was a very
clear change between stages 44 and 45, indicating seven clusters. These were:
power/sex(A); physical health (B); stimulation/pleasure (C); creativity/self expression
(D); pro-social (E); skilled worker (G); and faith/tradition/universalism (F). Within the
larger groups were patterns of division into smaller clusters, many (but not all) of which
corresponded with the SVS basic values.
We did not expect identical dendrograms from the two waves of data. One of the
limitations of hierarchical agglomerative clustering is its sensitivity to small changes in
the similarity matrix, such as variable/case order and the loss of individual variables/cases
(Aldenderfer & Blashfield, 1984). Further, participants are likely to have changed in the
way they see values and how they rate their importance, simply due to greater maturity
following the transition from high school. Age differences in the structure of values
hierarchies have been found in previous research (Chulef et al., 2001). Nevertheless, the
overall pattern of clusters, especially at higher levels of abstraction, was remarkably
similar across the two waves. In the first-wave data there was a clear distinction between
self-enhancing values (H) – consisting of power/sex, stimulation/pleasure, and physical
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health values - and all other values (I). In the second-wave data, the same group of selfenhancing values (H) were again clearly distinct from all other values (I). In both waves,
creativity and aesthetic appreciation clustered together, although the cluster was broader
(including intellect/self-direction values) and formed later in the first wave than in the
second. Two religious faith items connected with one tradition item (“Showing respect
for tradition”) and one conformity item (“Being self-disciplined and resisting
temptation”), forming the same cluster in both waves. In the first wave, this cluster later
connected with conventional and practical work values (e.g., “Building and repairing
things”, “Engaging in clearly defined work”, “Managing things”) while in the second
wave it connected with universalism (J). The remaining values formed a broad, prosocial group, including benevolence (honesty, loyalty, helping, love and friendship: L,
M); productivity/making a contribution (K), conformity, security, leadership and courage.
Universalism values (wisdom, justice) appeared in this group in the first wave (J).
For the replication data set, which had four additional items, the agglomeration
coefficient changed sharply between stages 47 and 48, indicating eight clusters. These
were: power/sex/stimulation/pleasure (F, G); physical health (E); love and personal safety
(D); faith (C); creativity/practical worker (B); responsibility/leadership; and pro-social
(see Figure 15). Although the specifics differed at the lowest levels of abstraction, the
higher-level divisions were very similar to those observed in the main sample. Again,
self-enhancing values (H) were distinct from all other values (I). The consistency of this
finding across all three analyses suggests that the power, sex, stimulation and pleasure
values were closely aligned with having a fit and healthy body, at least among these
young people, and together these values were viewed quite differently to all the others.
One of the new items, “Seeking pleasure”, fell into this cluster.
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The creativity cluster had a slightly different focus: it was more about designing
and building things, practical tasks and working with one’s hands than about aesthetics,
as seen in the other sample. There were three clusters with only two items each. One of
these was religious faith, which in this sample stood alone without connecting to tradition
or conformity values until a relatively late stage. The item, “Having relationships
involving love and affection” clustered with “Being safe from danger”. This was a late
connection (stage 40 of 54), and the latter item was also late to connect with any clusters
in the other analyses (43/50 and 33/50 respectively), suggesting that personal safety is a
distinct value that does not necessarily fit closely with other pro-social values. Another
fairly loose connection was made between the security item, “Maintaining the safety and
security of my loved ones” and the vocational item, “Teaching others”, to create a small
cluster that seems to tap taking responsibility and providing leadership. In the other
analyses, these items connected more strongly to other pro-social items: safety with love
and conformity, and teaching with resolving disputes.
Finally, the large pro-social cluster had two broad divisions, which could be
characterised as “caring/connecting” (K, L) versus “contributing” (J). The
“caring/connecting” group included tradition, conformity and benevolence values such as
friendship, honesty, loyalty and helping others. Some self-direction values, such as
“Striving to be a better person”, and some universalism values, including “Promoting
justice and caring for the weak”, also clustered here, along with two of the new items,
“Caring for others” and “Accepting others as they are”. The “contributing” group
included values such as, “Being competent and effective”, “Gaining wisdom and a mature
understanding of life”, “Being curious” and “Meeting my obligations”, which cover a
diverse range of SVS values categories (achievement, universalism, self-direction and
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conformity, respectively). This cluster combined social awareness with personal
ambition and intellectual pursuit.
In summary, hierarchical agglomerative cluster analyses of the three data sets
indicated a clear, high-level division between self-enhancing values (power, sex,
stimulation, pleasure and physical health) and all other values. Below this level, six to
eight empirically and theoretically meaningful clusters emerged. In the analyses of the
main data set, these clusters included creativity, religious faith, skilled/practical work, and
a broad, pro-social cluster encompassing productivity, conformity and caring for others.
The lower-level clusters were organised somewhat differently in the replication sample.
Despite differences in the details, values categories such as religious faith, productivity,
creativity and pro-social were apparent in this sample.
Guided by the three cluster analyses and by previous theoretical work on values,
we decided a seven-cluster solution best represented the natural divisions among the
items. The clusters correspond to those found in the main sample, post-school data, while
the sub-divisions within the clusters are also based on the main sample, Grade 12 data.
As faith/tradition did not connect with skilled work in two of the three analyses, and it
was difficult to see how these could connect conceptually, we created a separate cluster
for the skilled work items, which we labelled “order”, as it seems to indicate a desire to
impose order and organisation on one’s environment through one’s efforts. Table 29
presents items included in each of the seven final clusters.
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Table 29
Clusters of SGP items
Final cluster

SGP items

Sub-sets of items

Power & sex

Having authority, being in charge
Having influence over people
Being wealthy
Being admired by many people

Power

Being sexually desirable
Being sexually active

Sex

Physical health

Being physically fit
Eating healthy food
Engaging in sporting activities

Stimulation & pleasure

Having an enjoyable, leisurely life
Enjoying food and drink

Hedonism

Having an exciting life
Having a life filled with adventure
Having a life filled with novelty and change

Stimulation

Creativity & self-expression

Being self-sufficient
Being curious and discovering new things
Being creative
Designing things
Creating beauty in any domain, including arts,
dancing, gardening
Enjoying music, art and/or drama
Connecting with nature

Pro-social

Gaining wisdom and a mature understanding of life
Promoting justice and caring for the weak

Universalism

Being ambitious and hardworking
Being competent and effective
Making a lasting contribution

Productivity

Being loyal to friends, family and/or my group
Having genuine and close friends
Being honest
Helping others
Maintaining the safety and security of my loved ones
Having relationships involving love and affection

Caring and connecting

Teaching others
Resolving disputes

Benevolent influence

Showing respect to parents and elders
Meeting my obligations
Making sure to repay debts and not be indebted to
people
Striving to be a better person

Conformity

Figuring things out, solving problems
Having courage

Resourcefulness

Being safe from danger

Personal safety

Faith & tradition

Acting consistently with my religious faith and
beliefs
Being at one with God or the universe
Showing respect for tradition
Being self-disciplined and resisting temptation

Order

Building and repairing things
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Practical work

Final cluster

SGP items
Working outdoors

Sub-sets of items

Engaging in clearly defined work

Organisation (of tasks,
people, information)

Managing things
Organising things
Researching things

Note. Sub-sets of items indicate clusters that formed early in the analysis and are nested within the seven
higher-order clusters, based on the main sample, Time 1 data.

Discussion
Many theorists assume that there is a universally applicable set of human values
(Chulef et al., 2001; Grouzet et al., 2005; Reiss, 2004; Schwartz, 1992). Theories differ,
however, in their views on what these standard values are and how they are organised.
The current study used data on value importance from two samples of final-year high
school students, one of which repeated the values measure approximately one year later,
to examine the naturally occurring clusters among items on a new instrument, the SGP
(Ciarrochi & Bailey, 2008). Hierarchical agglomerative cluster analysis was performed
on a similarity matrix comprising correlations among the values items. Three analyses
were carried out: two on the main sample (Time 1 and Time 2) and one on a replication
sample. The resulting clusters represent participants’ average perceptions regarding how
values are structured (Wicker et al., 1984). In all three analyses, divisions were seen
between self-enhancing values – power/sex, stimulation/pleasure and physical health –
and all other values. Below this level, the clusters that emerged were very similar across
the two main sample analyses, and consistent categories also appeared – albeit with
differences in the specific content – in the replication sample. Based on the analyses and
previous theoretical and empirical work, SGP items were assigned to seven clusters:
power/sex; stimulation/pleasure; physical health; creativity/self expression; pro-social;
faith/tradition; and order.
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Our findings provide a foundation for categorising the item content of the SGP
and forming sub-scales. This study is therefore a preliminary step towards validating the
instrument for use in research and practice. Hierarchical cluster analysis was chosen
because it allows the formation of small groups of items, nested within larger categories
at increasing levels of abstraction, reflecting the way values are conceptualised in the
literature (e.g., Grouzet et al., 2005; Schwartz, 1992). As Chulef and colleagues (2001)
pointed out, one useful test for whether a hierarchical structure is appropriate is whether
lower-order clusters can be seen as types within higher-order clusters, but not vice versa.
In our analysis stimulation/pleasure can be seen as a type of self-enhancing value, but the
reverse is not true: self-enhancing values are not types of stimulation/pleasure values.
Another important test is whether the overall structure makes sense, in the light of
previous theoretical and empirical work (Chulef et al., 2001). The smaller clusters found
in our three analyses seemed, generally speaking, to create logical connections between
items, and adjacent clusters seemed to be more closely related than more distant clusters.
Higher-order divisions reflected those found in earlier research (this is discussed further
below).
The three analyses produced remarkably similar sets of clusters, thus crossvalidating our results. This occurred despite maturation of the main sample between
Time 1 and Time 2 and despite the fact that the replication sample completed a
randomised questionnaire with four additional items. The hierarchical agglomerative
clustering technique is sensitive to data order and missing data (Aldenderfer & Blashfield,
1984); thus the reasonably close replication provides reassurance that the final clusters are
not just an artefact of question order.
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Comparisons with values theories and previous findings
Like Schwartz (1992), we took previous theoretical work as a starting point for
identifying and classifying values contents. Schwartz (1992) acknowledged the earlier
work of Rokeach (1973) and others (e.g., Feather & Peay, 1975; Wicker et al., 1984) as
influential in the development of the SVS. We also drew on the Aspirations Index, which
grew out of empirical work identifying differences in well-being and other outcomes
according to goal content priorities (e.g., Kasser & Ryan, 1993, 1996). Other values
researchers have started with long lists of potential values or goals and searched for
meaningful structure within these lists. Reiss (2004) used factor analysis to identify 16
latent variables in his 128-item values profile, while Chulef and colleagues (2001) asked
respondents to sort goals according to topic and applied hierarchical cluster analysis to
the sort data. Given this variety of approaches, it is interesting that the total number of
values categories for each theory falls within a fairly limited range. The SVS, Aspirations
Index and Reiss Values Profile have 10, 11 and 16 categories respectively. The taxonomy
of goals (Chulef et al., 2001) has a maximum of 30 goal clusters, which can be reduced to
between two and 13 higher-order categories, depending on the level at which the data are
“cut”.
We found seven distinct clusters, some of which could be further sub-divided,
creating around 16 groups of values items. Most of the SVS categories are represented.
Power emerged as a distinct cluster, and was linked with sexual attractiveness and
activity, items not covered by the SVS. The SVS categories of hedonism and stimulation
were captured by our stimulation/pleasure cluster, consistent with their adjacent positions
on the SVS circumplex and their common focus on “affectively pleasant arousal”
(Schwartz, 1994, p. 25). Values concerned with physical health are not covered by the
SVS, apart from one item which, in some analyses, lies on the border of the power and
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security categories (Schwartz, 1994)2. Our participants saw health as a distinct category
of values.
Together, the power, health and stimulation/hedonism values were linked in a
higher-order cluster of self-enhancing values. The sharp distinction between these and
most other values is found across the early motivational literature (see Wicker et al.,
1984, for a review). In their cluster analysis, Wicker and colleagues (1984) labelled this
group of values “competitive ambition”, in contrast to “interpersonal concern”. The
division is also seen in more recent empirical work on values, including the partition
between self-enhancing and self-transcending values in the SVS circumplex (Schwartz,
1992, 1994). (Rohan’s (2000) alternative labels for these partitions – namely, a focus on
individual versus social context outcomes – perhaps better describes the division we
found.) It suggests, but does not precisely correspond to, the SDT distinction between
extrinsic and intrinsic goals. In their analysis of the Aspirations Index, Grouzet and
colleagues (2004) identified two, orthogonal higher-order dimensions: intrinsic versus
extrinsic and self-transcendence versus physical self. Our higher-order, self-enhancing
cluster captures aspects of both these dimensions and, in fact, if the axes on the
Aspirations Index circumplex (Grouzet et al., 2004, p. 808) were rotated slightly, the
correspondence would be almost perfect. The only difference is the position of physical
health, which in SDT is seen as an intrinsic value (Grouzet et al., 2004; Kasser & Ryan,
2001). The relative position of health in the Taxonomy of Goals (Chulef et al., 2001)
changed with the age of the sample. The undergraduates in that study related physical
health to social life, perhaps seeing it as “instrumental to the pursuit of social goals”
(Chulef et al., 2001, p. 220). In contrast, for older people, physical (and mental) health
appeared as a separate category at a higher level of abstraction, suggesting that it was

2

This item is not used in scoring the SVS as it is not stable across cultures.
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salient to all goals. Thus, the fact that health clustered with power, sex, stimulation and
hedonism in our sample may be due to fact that our participants were young Australians,
for whom health and fitness may be strongly connected with social status, attractiveness
and opportunities to participate in enjoyable, exciting social activities.
We found that the creativity and self-expression values occupied an intermediate
space in between the self-enhancing and other values. These values appeared as a distinct
group in all three analyses, although the emphasis differed slightly, incorporating mainly
aesthetic concerns in the main sample, but connecting more to the practical side of
creativity (e.g., building things, working with one’s hands) in the replication sample.
This cluster is most akin to the SVS self-direction category (Schwartz, 1992), and also
links to the aesthetics, creativity, and self-sufficiency clusters found in the Taxonomy of
Goals (Chulef et al., 2001) but has no parallels in the other work reviewed above.
Aesthetic appreciation and creativity do not appear as goals in the Aspirations Index
(Grouzet et al., 2004), and are not among the values listed by Wicker and colleagues
(1984) or Reiss (2004), although the latter does include curiosity and independence,
which are other aspects of both our creativity cluster and Schwartz’s (1992) SelfDirection category. People who rate this cluster of values as highly important want to use
their personal resources, such as knowledge, imagination and practical skills, to design
and make things, explore ideas and express their individuality. The emphasis on
autonomy and self-sufficiency separates these values from pro-social and faith/tradition
values. Likewise, they are not concerned with social dominance, separating them from
the power values.
Pro-social values formed the largest and most disparate cluster, covering the SVS
categories of benevolence, security and conformity and in some analyses also
incorporating elements of universalism. This is not too surprising, given that the values
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can be seen as a motivational continuum, with “fuzzy” boundaries between the adjacent
types (Schwartz, 1994; Schwartz & Boehnke, 2004). For example, benevolence and
conformity “both call for normative behaviour that promotes close relationships”, while
conformity and security “emphasize protection of order and harmony in relations”
(Schwartz, 1994, p. 25). Smaller clusters within the broad pro-social category reflect the
SVS structure and labels. In the main sample, Grade 12, values around loyalty, honesty,
helping and protecting loved ones clustered together, while others around taking
responsibility, fulfilling obligations and showing respect formed another small cluster.
Three achievement values also appeared together, perhaps indicating motivation to be
productive and make a contribution, while two universalism values – justice and wisdom
– lay on the margins of the pro-social category, adjacent to the creativity and selfexpression category.
We did not find the higher-order separation of love, romance and family-of-origin
values from all other values that appeared in the Taxonomy of Goals (Chulef et al., 2001).
Instead, the pro-social values were much more inter-mixed, as in the analysis by Wicker
and colleagues (1984), who suggested “Harmony Seeking” as a collective label, arguing
that these motives represent a desire for reduced arousal and harmony with one’s
environment. These were contrasted with “Individual Striving” values (in our analysis,
the self-enhancing and creativity/self-expression values) which indicated a desire for
increased arousal and manipulation or control of the environment (Wicker et al., 1984).
Again, Rohan’s (2000) alternative labels for the SVS higher-order categories appear to fit
well here. She suggested a “focus on opportunity” dimension (hedonism, stimulation and
self-direction) opposing a “focus on organisation” dimension (security, tradition,
conformity and benevolence). In contrast, spatial analysis of the Aspirations Index placed
conformity apart from the pro-social values and closely linked with extrinsic values such
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as popularity and image (Grouzet et al., 2005). This difference is difficult to explain, but
may be related to the specific content of the Aspirations Index conformity items.
Spirituality values were included in the SVS, but proved unstable across cultures,
forming a distinct type in only 42% of the samples studied (Schwartz, 1994).
Nevertheless, when they did appear, they were almost always adjacent to tradition and/or
benevolence values. On the Aspirations Index circumplex, spirituality values were
opposed to hedonism and stood adjacent to, but quite some distance from, the community,
self-acceptance and affiliation values on the intrinsic side, and the conformity, popularity
and image values on the extrinsic side. Faith and higher meaning were included in
previous hierarchical cluster analyses, appearing as a separate cluster in the Taxonomy of
Goals (Chulef et al., 2001) or mixed with other “transpersonal orientation” values
(Wicker et al., 1984). We found that faith joined with self-discipline and respect for
tradition to form a separate cluster, adjacent to the pro-social values. This is consistent
with previous findings, particularly the SVS and Aspirations Index, and indicates that our
participants viewed faith and religion as a distinct set of guiding principles in their lives.
Finally, some of the items drawn from vocational interest inventories linked to
form a cluster which we have labelled order/practical skills. In the Reiss Values Profile
(Reiss, 2004), order is connected with organisation and ritual, whereas in the Taxonomy
of Goals (Chulef et al., 2001), order is a combination of organisation and mechanical
ability (i.e., setting things in order, making things operate as they should). This second
emphasis is seen in our analysis, where the item “Organising things” clusters with
practical values such as “Building and repairing things” and “Working outdoors” as well
as “Engaging in clearly defined work”, “Researching things” and “Managing things”. All
three perspectives seem to tap conservative or conventional values about orderliness,
predictability and functionality. In the replication sample, these items are distributed
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among other values, some linking with creativity (as discussed above) and others with
pro-social motives such as productivity, responsibility and caring.
In summary, hierarchical agglomerative cluster analyses of the SGP importance
ratings suggested six to eight stable clusters of values. This finding represents
participants’ average perceptions of the way in which the SGP items should be organised,
and is a preliminary step towards validating the instrument for use in clinical work and
research. The seven final groups of values incorporate smaller, more specific clusters and
can also be characterised in terms of a few, higher-order categories of values. They
include all the content of the SVS, albeit slightly reorganised, cover some additional
content, and are also broadly consistent with other research and theory on the structure of
values.
Limitations and future research
We sought to explore and discover natural divisions and compatibilities among
the items of the SGP. The statistical technique we chose – hierarchical agglomerative
cluster analysis – was fit for this purpose, but several limitations must be acknowledged.
First, this technique is not able to establish whether a hierarchy is appropriate for values
items. Any data entered into this type of clustering procedure will result in a hierarchical
structure. If values are indeed structured in this way, the number of basic motives may
not be fixed, but may vary according to the level of the hierarchy in which they are
clustered (Wicker et al., 1984). Establishing whether or not there is a finite list of basic
motives is beyond the scope of this study, however.
Second, the position of items within clusters, and the position of clusters in
relation to each other, provides clues about the overall structure of relations among
values, but testing these more stringently would require a spatial analysis technique such
as multi-dimensional scaling. Spatial analysis was used in validating the SVS, enabling
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Schwartz (1994) to present a structural theory in which all values could be related, in a
coherent manner, to other constructs such as political attitudes and intergroup relations.
Our purpose for the current study was more limited. However, to facilitate future
research with the SGP, spatial analysis could be conducted. A larger sample would be
required, which would also enable the use of confirmatory factor analysis to corroborate
the seven value clusters we found (c.f., Schwartz & Boehnke, 2004).
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APPENDIX C: PATH DIAGRAMS
The following figures are path diagrams showing longitudinal relationships
between Grade 12 intrinsic values dimensions and post-school well-being, controlling for
Grade 12 well-being and extrinsic values dimensions. Path coefficients are standardised.
All possible paths were estimated in the models (e.g., Grade 12 intrinsic importance to
post-school extrinsic importance) along with correlated disturbances between the values
dimensions at each time point (e.g., intrinsic and extrinsic importance at Grade 12). In
the diagrams, most non-significant paths have been omitted for clearer presentation. All
variables were observed, and the models were partially recursive, with correlated
disturbances between the two values variables measured at Grade 12 and between the two
values variables measured post-school. The models were just-identified (χ2 = 0, df = 0).

Gr12
intrinsic
importance

.51***
.15

Post-school
intrinsic
importance
-.33***
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extrinsic
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.43***
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Figure 16
Standardised path coefficients for change in negative affect with increasing intrinsic importance,
controlling for change in extrinsic value importance (*p<.05, **p<.01, ***p<.001).
Paths from Grade 12 intrinsic and extrinsic importance to post-school negative affect were
marginally non-significant (p=.08 and p=.06 respectively).
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Figure 17
Standardised path coefficients for change in positive affect with increasing intrinsic importance,
controlling for change in extrinsic value importance (*p<.05, **p<.01, ***p<.001).
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Figure 18
Standardised path coefficients for change in life satisfaction with increasing intrinsic importance,
controlling for change in extrinsic value importance (*p<.05, **p<.01, ***p<.001).
The path from life satisfaction in Grade 12 to post-school extrinsic importance was marginally
non-significant (p=.08).
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Figure 19
Standardised path coefficients for change in negative affect with increasing intrinsic pressure,
controlling for change in extrinsic value pressure (*p<.05, **p<.01, ***p<.001).
The path from negative affect in Grade 12 to post-school extrinsic pressure was marginally nonsignificant (p=.08).
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Figure 20
Standardised path coefficients for change in positive affect with increasing intrinsic pressure,
controlling for change in extrinsic value pressure (*p<.05, **p<.01, ***p<.001).
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Figure 21
Standardised path coefficients for change in life satisfaction with increasing intrinsic pressure,
controlling for change in extrinsic value pressure (*p<.05, **p<.01, ***p<.001).
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Figure 22
Standardised path coefficients for change in negative affect with increasing intrinsic success,
controlling for change in extrinsic value success (*p<.05, **p<.01, ***p<.001).
The paths from extrinsic success in Grade 12 to Grade 12 and post-school negative affect were
marginally non-significant (p=.09 and p=.07 respectively).
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Figure 23
Standardised path coefficients for change in positive affect with increasing intrinsic success,
controlling for change in extrinsic value success (*p<.05, **p<.01, ***p<.001).
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Figure 24
Standardised path coefficients for change in life satisfaction with increasing intrinsic success,
controlling for change in extrinsic value success (*p<.05, **p<.01, ***p<.001).
The path from extrinsic success in Grade 12 to Grade 12 life satisfaction was marginally nonsignificant (p=.05).
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APPENDIX D: ETHNICITY AND KEY STUDY VARIABLES
Please see Methods section for details of these tables.
Table 30
Analysis of variance: ethnicity and well-being
Well-being variable

Ethnicity

Mean (SD)

F (df)

Australian
Australian plus other
Other

3.87 (0.88)
4.06 (0.55)
3.51 (0.96)

1.83 (2, 212),
p = .16

Australian
Australian plus other
Other

3.82 (0.82)
4.00 (0.91)
3.56 (0.91)

1.11 (2, 187)
p = .54

Australian
Australian plus other
Other

4.82 (1.37)
5.14 (1.02)
4.67 (1.60)

0.62 (2, 212),
p = .54

Australian
Australian plus other
Other

5.10 (1.20)
5.46 (1.15)
4.90 (1.32)

0.82 (2, 187),
p = .44

Australian
Australian plus other
Other

2.20 (0.86)
2.05 (0.70)
2.30 (0.75)

0.42 (2, 212),
p = .66

Australian
Australian plus other
Other

1.96 (0.80)
2.04 (0.61)
1.84 (0.48)

0.30 (2, 187),
p = .74

Positive affect Gr12

Positive affect post-school

Life satisfaction Gr12

Life satisfaction post-school

Negative affect Gr12

Negative affect post-school
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Table 31
Analysis of variance: ethnicity and perceived parenting styles
Perceived parenting style

Ethnicity

Mean (SD)

F (df)

Australian
Australian plus other
Other

3.60 (0.63)
3.72 (0.72)
3.69 (0.69)

0.35 (2, 210),
p = .71

Australian
Australian plus other
Other

3.44 (0.70)
3.52 (0.79)
3.39 (0.75)

0.18 (2, 212),
p = .84

Australian
Australian plus other
Other

2.89 (0.72)
3.21 (0.71)
2.74 (0.66)

1.87 (2, 201),
p = .16

Australian
Australian plus other
Other

2.83 (0.71)
2.98 (0.57)
2.73 (0.59)

0.61 (2, 212),
p = .54

Australian
Australian plus other
Other

2.64 (0.60)
2.62 (0.60)
2.61 (0.73)

0.03 (2, 201),
p = .97

Australian
Australian plus other
Other

2.80 (0.60)
2.68 (0.58)
2.96 (0.55)

0.96 (2, 212),
p = .38

Authoritative Gr7

Authoritative Gr12

Authoritarian Gr7

Authoritarian Gr12

Permissive Gr7

Permissive Gr12
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Table 32
Analysis of variance: ethnicity and global indices of valuing
Values index

Ethnicity

Mean (SD)

F (df)

Australian
Australian plus other
Other

6.76 (0.97)
6.81 (1.05)
6.48 (0.95)

0.84 (2, 240),
p = .42

Australian
Australian plus other
Other

6.79 (0.84)
6.88 (1.04)
6.72 (0.70)

0.13 (2, 188),
p = .88

Australian
Australian plus other
Other

4.86 (1.70)
4.26 (1.99)
4.52 (1.32)

1.36 (2, 240),
p = .32

Australian
Australian plus other
Other

4.41 (1.68)
3.91 (2.11)
4.01 (1.66)

0.86 (2, 186),
p = .42

Australian
Australian plus other
Other

3.23 (0.60)
3.19 (0.50)
2.93 (0.50)

2.39 (2, 239),
p = .09

Australian
Australian plus other
Other

3.21 (0.55)
3.22 (0.65)
3.08 (0.50)

0.42 (2, 186),
p = .66

Australian
Australian plus other
Other

46.97 (6.37)
47.21 (5.18)
45.85 (6.05)

0.32 (2, 240),
p = .70

Australian
Australian plus other
Other

46.04 (7.49)
47.78 (3.74)
43.76 (12.02)

1.07 (2, 189),
p = .35

Importance Gr12

Importance post-school

Pressure Gr12

Pressure post-school

Success Gr12

Success post-school

Activity Gr12

Activity post-school
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Table 33
Analysis of variance: ethnicity and importance of values clusters
Values cluster

Ethnicity

Mean (SD)

F (df)

Australian
Australian plus other
Other

6.42 (1.38)
6.29 (1.87)
6.13 (1.57)

0.41 (2, 240),
p = .66

Australian
Australian plus other
Other

6.31 (1.37)
6.62 (1.54)
5.98 (1.37)

0.83 (2, 188),
p = .44

Australian
Australian plus other
Other

7.45 (1.12)
7.69 (1.09)
7.20 (1.11)

0.99 (2. 240),
p = .37

Australian
Australian plus other
Other

7.51 (0.88)
7.66 (1.22)
7.65 (0.65)

0.31 (2, 188),
p = .73

Australian
Australian plus other
Other

5.62 (1.82)
5.79 (1.85)
5.67 (1.49)

0.08 (2, 240),
p = .92

Australian
Australian plus other
Other

5.61 (1.75)
5.96 (2.08)
5.67 (1.49)

0.27 (2, 188),
p = .76

Australian
Australian plus other
Other

5.73 (1.50)
5.43 (1.86)
5.36 (1.20)

0.83 (2, 240),
p = .44

Australian
Australian plus other
Other

5.85 (1.44)
5.46 (1.69)
5.87 (1.18)

0.48 (2, 188),
p = .62

Australian
Australian plus other
Other

7.35 (1.22)
7.57 (1.34)
6.80 (1.15)

2.26 (2, 240),
p = .11

Australian
Australian plus other
Other

7.29 (1.10)
7.41 (1.44)
6.87 (1.20)

1.17 (2, 188),
p = .31

Australian
Australian plus other
Other

6.80 (1.63)
6.85 (1.37)
6.33 (1.60)

0.81 (2, 240),
p = .45

Australian
Australian plus other
Other

6.80 (1.53)
6.38 (1.92)
6.53 (1.50)

0.66 (2, 188),
p = .52

Creativity Gr12

Creativity post-school

Prosocial Gr12

Prosocial post-school

Faith Gr12

Faith post-school

Power Gr12

Power post-school

Stimulation Gr12

Stimulation post-school

Health Gr12

Health post-school
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Values cluster
Order Gr12

Ethnicity

Mean (SD)

F (df)

Australian
Australian plus other
Other

6.17 (1.46)
6.02 (1.62)
5.95 (1.27)

0.28 (2, 240),
p = .75

Australian
Australian plus other
Other

6.21 (1.40)
6.39 (1.09)
6.03 (1.03)

0.26 (2, 187),
p = .77

Order post-school
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APPENDIX E: PUBLICATIONS ARISING FROM THE THESIS
Based on Chapter 4:
Williams, K.E., Ciarrochi, J., & Heaven, P.C.L. (2014). Relationships between valued
action and wellbeing across the transition from high school to early adulthood. The
Journal of Positive Psychology, DOI: 10.1080/17439760.2014.920404
Williams, K.E., & Ciarrochi, J. (in preparation). Young Australians’ motives and
priorities in goal pursuit, and their relationships with valued action and well-being.
To be submitted to Motivation and Emotion.
Based on Chapter 3:
Williams, K.E., & Ciarrochi, J. (in preparation). Parenting styles and the development of
values in emerging adulthood: a six year longitudinal study. To be submitted to
Parenting: Science and Practice.
Literature review:
Williams, K.E., & Ciarrochi, J. (in preparation). Free to choose one’s values? Priorities,
pressures and well-being. To be submitted to Journal of Contextual Behavioral
Science.
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